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This dissertation describes and evaluates the human
relations training component of a teacher preparation
program at the University of Massachusetts. The goal of
the study is to develop and test a practical, systematic
human relations training program for student teachers.
The trainees participated in the training as one
part of a full two-year secondary teacher training program.
They also took the various courses required for teacher
certification in Massachusetts, It was hoped that by learn-
ing these skills the trainees could develop to be better
teachers
.
The human relations or "counseling" skills taught to
the trainees are broken down into a codifiable set of be-
haviors by Dr. Allen Ivey, University of Massachusetts.
The skills are listed in his book. Microcounseling : In-
novations in Interview Training . The following skills
identified by Ivey are used in the training program.
A, Beginning skills
1. Attending behavior
2, Open invitation to talk
3, Minimal encourages
B. Selective listening skills
1, Reflection of feeling
2. Paraphrasing
Eight student teachers were trained in the human re-
lations skills over a period of two semesters. They pro-
ceeded through a three phase training program. First, they
practiced the skills in a one-to-one counseling situation.
Next, they used the skills while facilitating in a small
group of about five students. Finally, as a part of their
regular student teaching experience, they practiced the
skills while directing large groups of students in their
classes
,
Each session was videotaped and students received
feedback from the supervisor and from behavior count data.
The behavioral data included:
1. Talk-time counts (Flanders interaction analysis).
2. Open and closed-ended question frequency counts.
3. Frequency counts of paraphrases and reflections
of feeling.
The basic component of each of the three phases of
the program was the "treatment sequence", which remained
fairly constant. In the treatment sequence the trainee
selected skills which he wanted to master and practiced them
until he had effectively learned them. The five steps of
the treatment sequence are:
1, Initial taping session.
2, Observation o£ videotape and analysis
of data with supervisor,
3, Goal or strategy changes; further practice.
4, Second taping practice.
5, Observation of second tape and feedback
and discussion with supervisor.
The treatment sequence occurs in each of the three
phases (one-to-one, small group, and large group), and
every treatment sequence involves a minimum of two taping
sessions
.
The ability of the students to learn the desired
behaviors and successfully demonstrate them in the class-
room during their student teaching experience was the
primary measure used to determine the effectiveness of the
human relations training component.
The data indicates that the trainees were able to
significantly broaden their repertoire of human relations
behaviors in a relatively short training program. The
systematic media- feedback approach to teaching counseling
skills was effective and efficient.
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1CHAPTER I
INTRODUCTION
Two basic questions should be asked continuously by
educators. First, "Why is one teaching what one is teach-
ing?", and, "Why is one teaching it one way and not another?"
This study attempts to answer these questions in relation to
one component of a two-year teacher preparation program
called "Horizons."
This dissertation describes and assesses a systema-
tic media- feedback approach to human relations training in a
teacher preparation program. The component of the program
which is examined is called the "human relations micro-
training component" (HRMC) . Its purpose is to serve as an
effective means by which basic human relations skills can be
learned by student teachers as a part of their overall train-
ing and is meant to provide a means by which prospective
teachers may discover and practice good human relations skills
with the expectation they can integrate these skills into
their behavioral repertoire. Human relations is defined as
"Behaviors exhibited in relation to self and other individu-
als, and in relation to groups . . . not a mysterious activi-
ty. Rather it is a codifiable set of behaviors which describe
what goes on inside a person or between people." (Ivey,
1968, pp. 3-4). The human relations behaviors examined in
2this study are those which occur between people and are also
called interpersonal skills. It is hoped that by learning a
variety of these skills the trainees may develop to be better
teachers. Microtraining is a systematic approach to skill
training which, in the case of this study, utilizes videotape
recordings along with some other techniques to provide feed-
back to teacher trainees practicing human relations skills.
In this program microtraining incorporates the basic formats
of both microteaching and microcounseling.
In microteaching, a trainee teaches a single concept to
four or five students for about five minutes. Afterwards,
with the help of a supervisor and various forms of feedback
(typically videotape) he analyzes aspects of his performance
in relation to his goals. The lesson is then re- taught
until the desired level of performance is reached.
Microcounseling is ”...a scaled-down interviewing session
. .
.
(where) a beginning counselor talks with a real client
about real problems. The interview occurs in a setting which
provides interviewing practice with maximum opportunity for
immediate feedback and trainee growth." (Ivey, 1971, p. 3).
In microcounseling, specific counseling behaviors are prac-
ticed until the trainee reaches a prearranged level of
competence. For example, the trainee may decide to try to
keep his talk-time during a five-minute interview session to
about ten percent. He might decide to practice the skill of
’’open-ended questioning" to help him achieve his goal. He
would then converse with the "client" and be videotaped in
the process. The supervisor may make a graphic record of
talk-time and questions asked to help the trainee assess
whether he achieved his goal. The terms "counseling skills,
interviewer skills, and human relations skills" will be used
interchangeably in this paper.
The basic skills taught in the HRMC are outlined below.
They are drawn from the basic skills of interviewing des-
cribed by Ivey. (Ivey, 1971).
A. Beginning skills.
1. Attending behavior : These behaviors demonstrate
respect for, and interest in, students. They help
the teacher to develop a warm and secure atmosphere
for free expression.
a. Physical relaxation and open and natural
posture
.
b. Varied use of eye contact.
c. Verbal following behavior which follows
directly from the students’ comments. The focus
should be kept on the ideas and feelings of the
student
.
2. Open invitation to talk : This skill helps the
teacher to provide a limited conversational structure
and gives a student plenty of room to express himself.
4a. Open-ended questions: These questions leave
wide areas for the student to answer. They focus
more on feelings and the concerns of the student
than on subject matter or factual content. Ci.e.,
How do you feel about John’s anger? How does one
choose friends?). These questions cannot be
answered by a simple yes or no response.
b. Closed-ended questions: These questions
typically deal with facts and can usually be
answered in a few words. (i.e., Do you like
History? Do you have many friends?).
3. Minimal encourages : These facilitate discussion
and encourage the student to continue talking, ex-
plaining or elaborating.
a. Verbal: Some examples are; Oh? So? Then?
Tell me more. Give me an example, etc.
b. Non-verbal: These may take the form of
head nods, smiling, gesturing, etc.
B. Selective listening skills: These give selective
attention to particular aspects of the student’s communi-
cations and are generally used as a method to clarify
communication
.
1. Reflection of feeling : This is a statement which
addresses the feeling portion of the student’s communi-
cation. (i.e.. You feel saddened by what happened).
2. Paraphrasing : Paraphrasing is a response statement
5whicli focuses on the content portion of the student's
remarks. It functions to clarify comments, and to
convey empathy, by indicating to a student that one
is "with him." For example:
Student: Well, sometimes he hits me and sometimes
he's real nice!
Teacher: He is pretty inconsistent then.
The goal of this paper is to describe and assess a
human relations component, utilizing a case-study approach to
examine effectiveness. Eight secondary student teachers are
studied in three different school sites. The ability of
those students to learn the desired behaviors, and success-
fully demonstrate these skills in the classroom during their
student teaching experience will determine the effectiveness
and general usefulness of this human relations training.
The focus of this study is on design and implementa-
tion. It is not concerned with the relative effectiveness
of this design in relation to other programs; participants
are not compared to determine relative growth. Rather, it
emphasizes the development of a model that could be used as
a basis for future study.
The Horizons Program
The HRMC is one part of the Horizons program.
Horizons is a four semester teacher training program for
6undergraduate students whose goal is secondary teaching. It
is one of approximately twenty-three teacher preparation uro-
grams operating under the auspices of the Teacher Preparation
Programs Council at the School of Education, at the University
of Massachusetts in Amherst. Horizons is directed by Ken
Huggins and the author, both graduate students. The program
began in September, 1972, and the directors accepted fifty
undergraduates at that time.
In March, 1972, after two years of doctoral work
emphasizing teacher education and humanistic education, the
author decided to develop his own program. Ken Huggins and
the author shared an interest in the interdisciplinary aspects
of secondary education so this concept became the cornerstone
of our program.
All typical undergraduate university majors are
represented in Horizons, but the majority of our students are
Bachelor's Degree of Individualized Concentration majors.
The B. D. I. C. is a unique major which allows the under-
graduate to design his own program with the guidance of a
faculty sponsor. The student first finds a sponsor, submits
a proposal for a two-year program suited to his individual
interests, skills and needs, and the proposal is then
reviewed by a three person faculty committee
.
We prefer B. D. I. C. majors for three reasons. First,
they can design their own programs and are free to become
involved in a wider variety of learning experiences than
7typical majors.
Second, we can certify B. D. I. C. majors in any area.
Since most majors require more than thirty credit hours,
B. D. I. C. majors can allocate more time toward learning how
to teach, and less on acquiring more content to teach- This
is more consistent with the requirements of our program.
Third, it is our hope that these students who take
the time and effort to develop an individualized program will
demonstrate more individuality, responsibility and creativity.
We have no way of knowing whether this is true at this time,
but since the concept influenced the nature of our program it
is important to mention it here.
The two major strands of the program are methodology
and a field practicum; both encompass a variety of sub-
activities including:
a. Classroom observation in local secondary schools.
b. Curriculum development.
c. Examination of institutionalized racism.
d. Development of affective curricula and in-
struction; specifically the clarification of
human values and the examination of the selt.
Trainees work on these activities in small
groups according to the schools in which the
trainees will intern. These activities cul-
minate in support group development.
e. Microtraining.
f. Student teaching.
The following diagram illustrates the four stages of
the Horizons program as they will appear Fall, 1973.
8A student enters the program during the first semester
of his junior year.
6 Credits 3 Credits 15 Credits 1-3 Credits
Intern takes
Ed, or Adoles
cent Psvcolocr
and an educa-
tion founda-
tions course.
Trainee takes
- Horizons'
y first methods
component and
also observes
at school
s ites
.
Trainee student
teaches and
takes second
methods com-
ponent; in-
service
methods
,
Trainee partici-
pates in a post-
practicum
experience
.
As the diagram indicates, the methods instruction is
divided into three parts: The pre-practicum methods, in-
service methods and post-practicum
.
All methods experiences
are designed to combine the theoretical with the practical.
For example, during the first methods component, each trainee
is required to teach a minimum of two lessons for the micro-
teaching sessions. Curriculum development, including setting
objectives, creating lessons and evaluation, is begun at this
point. Since the trainees are preparing real lessons to
teach, the curriculum development work is relevant and satis-
fies the trainee's increasing need for careful preparation as
their micro training and student teaching experiences approach.
The HRMC is implemented during the pre-practicum
methods and the student teaching experience, or practicum.
9It occurs in three phases which are described in chapter
three. The skills gained through this experience are
ill themselves and are expected to enhance other
skills; both personal and professional.
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WHY TEACH HUMAN RELATIONS SKILLS?
Good human relations behaviors are a vital part of
the behavioral repertoire of any person in the ’’helping
professions.” Arthur Combs describes this group of pro-
fessions as ’’especially concerned with assisting people
to cope with the increasing complexities of life and to
achieve a greater measure of personal fulfillment.”
(Combs, 1971, p. 3). Teaching is a helping profession, and
therefore, teachers should be trained to facilitate the
self-actualization of students. Teacher training does
not typically emphasize human relations, but there exists a
growing concern for the basic problems of human interaction,
personal identity, self-fulfillment, and self-concept in the
educational profession. Therefore, effective ways to teach
human relations skills to pre-service teachers are needed.
Since human beings are social organisms who exist
in a world which demands cooperation and interdependence,
the nature and quality of our world depends to a great
extent on the nature and quality of our human relations or
human interactions. Recent advances in the development of
systematic training programs make it possible to control and
adjust one’s interpersonal behavior significantly and effici-
ently. The helping professions, and especially teachers, may
11
benefit immensely from this work because it can expand
their behavioral repertoire, thus enabling them to function
more fully as facilitators. If a teacher develops a variety
of helping responses he is more able to act appropriately in
different situations. Any professional is limited in his
work if he does not have a wide variety of tools at his
dispos al
.
Many reasons exist for teaching human relations
skills to prospective teachers and three general areas can
be distinguished. First, a profound and significant con-
ception of the nature of man and his relationship to learning
and motivation is beginning to influence some aspects of
education. Second, a shift in focus from subject matter to
the needs, feelings, values, and aspirations of students is
occurring in some schools. Third, the role of the teacher
is expanding to include areas which were formerly the
responsbility of others. Each of these demonstrates an
increased need for human relations training for teachers and
prospective teachers.
Human relations or human interactions and trans-
actions are being carefully examined within the context of a
new, exciting and optimistic conception of human capacities.
Abraham Mas low, Carl Rogers, Arthur Combs and many others
are catalysts in this movement. Man's relations in the past
have been guided by an understanding of mankind that is
essentially pessimistic. Man has been considered generally
12
passive, uncreative, selfish, and dependent. His only
concerns were perceived to be for food, shelter, safety,
and security, and the higher level needs and functions such
as creativity, leadership, internal motivation, and high
intelligence were supposedly the properties of a small
number of people who were meant to guide the rest. It was
(and generally still is) thought that most people needed
external motivation to get them to do what was right for
them and others. An examnle of this in industry is the
utilization of salaries as motivation for workers. In
education, grades are thought to motivate students, and in
most of our religions, worshippers are supposed to be
motivated to do good or ’’there will be Hell to pay.” Even
when mankind is counselled to do what is right for its own
sake, one can usually find an external threat lurking
behind the statement.
Abraham Maslow (Maslow, 1968) provides valuable
insights about personal fulfillment and human adjustment.
He contends that the basic ’’core” or nature of man is, if
not good, at least neutral, and that this inner nature of
man’s needs to be let out or released rather than supnressed
or repressed. If we accept this assumntion, learning and
motivation are internal forces which operate as the individ-
ual seeks self-fulfillment or self-actualization. This
notion is in contrast to the former assumption which
necessitates external controls to motivate and manipulate
the
13
individual
.
Educators have been preoccupied with transmitting
the culture and controlling students in ways in which the
society generally feels are good. The more optimistic
conception of man lends support to teaching as a "releasing”
process rather than primarily a controlling one. More
emphasis is required on the human needs, ambitions, feelings,
and values of those involved in the process of teaching and
learning. This means less emphasis is given to the content
aspects of education, with a corresponding trust in the
fundamental value and creativity of each individual.
Maslow feels that the time in education has come to
redress the balance in favor of the self and to combine a
new acceptance of one's self with the cultivation of spon-
taneity, self-expression, trust and need-gratification.
Maslow states that, "No psychological health is possible
unless this essential core of the person is fundamentally
accepted, loved and respected by others and by himself."
(Maslow, 1968, p. 196).
Good human relations are of great importance to
educators within this less confining perspective. Essentially,
teachers need to "tell" a lot less and "ask" a lot more.
This requires skillful probing, attentive listening and
empathic responding. Since the teacher concentrates more
on freeing potential within children who are actively
14
seeking fulfillment, the teacher needs to relinquish important
decision-making and problem-solving functions to the student.
This new way of operating demands new skills and increased
trust. It is one thing to direct a student in pre-determined
directions and altogether another to facilitate the accomplish-
ment of his own goals. Of course, this does not negate the
fact that the collective good is also an essential concern.
A common error is to assume that the individual, while
striving toward self-fulfillment, will operate in opposition
to collective goals. Because we have considered man for so
long to be selfish, we see his goals and society’s as anti-
thetical rather than cooperative.
Arthur Combs, in his literature on the helping pro-
fessions, notes the absolute dependence of the helper on the
cooperation of the subject. He emphasizes that if a helper
wants to help the subject to learn for himself, the subject
must cooperate. A person unskilled in human relations remains
at a distinct disadvantage because of his inability to create
an empathic and open atmosphere for cooperation. Combs
states: ’’This necessity for having the cooperation of the
behaver also calls for a great deal more skill on the part
of the helper. It demands a great deal more artistry
in
interaction with people and a large capacity for empathy
and understanding.” (Combs, 1971, p. 36).
The basic questions for teacher educators is.
"How
15
can one best teach prospective teachers skills which will
facilitate the expression of human potential?"
The cognitive domain has dominated education since
its inception, and feelings, values and emotions have typi-
cally played a minor to nonexistent role in schools. Many
educators, especially those in higher education, are now
committed to establishing a prudent balance between the
cognitive and affective domains of knowledge.
Secondary teacher training has also typically
emphasized subject matter or concepts in a particular field
with some emphasis on whatever method was popular at the time.
Of course, this varied with the institution and the teacher,
but generally the affective domain and human relations have
not been central considerations in secondary teacher
training. The important thing has been to know as much
about Social Studies, English, etc. as possible so that one
could pass this knowledge on to students. This system depended
on the assumption that the best teachers were those who knew
the most about their particular speciality. It was (and
largely still is) supposed that teaching skills could be
differentiated enough between disciplines to warrant science
methods, math methods, etc. This process explicitly trained
prospective teachers to continue in the same vein. Teacher
training has traditionally been characterized by being
fragmented into various disciplines, and has also emphasized
content and methods over the individual student’s perceptions.
16
self-concepts, values, and human relationships. The humanis-
tic movement in education, grounded in the principles of per-
ceptual psychology will probably influence these traditional
notions and practices. In fact, we are beginning to feel
this now.
In his book. Human Teaching for Human Learning
,
George Brown attributes many of the dilemmas in our schools
to ignoring the affective domain almost totally in the class-
room. He thinks that a major reason for the problems in the
schools is the lack of attention to the total needs of students
including their emotional, spiritual and physical needs.
Brown states: "We stand with people who would make education
and living more human ... we see each individual as a unique
being with enormous potential ... Economically, the potential
of man has barely surfaced. His political potential has just
been scratched. And his potential as a social being seems to
have developed only slightly beyond the primitive." (Brown,
1971
,
Preface)
.
Carl Rogers has outlined some guidelines for group
facilitators which further substantiate the need for teachers
skilled in good human relations. (Rogers, 1969). He says
that a good facilitator, when responding to the expressions
in classroom groups, must deal with the intellectual or
cognitive content and with the emotions and feelings of all
involved. He asserts that facilitators should also communi-
cate their empathy and understanding. In short, the educator
17
who is a facilitator is empathic and communicative; both
are fundamental skills in human relations.
Various forces in our society are causing the role
of the teacher to expand and become more complex. This is
most evident in the emergence of the concept of the "teacher
as counselor."
Our society, and consequently our schools, are
growing larger, more complicated and more imoersonal every
year. The complexity of modern society coupled with our
present sophisticated communications systems confronts one
with a bewildering array of alternatives. The problem of
making choices has become increasingly more difficult as the
complexity and pace of living in this world has burgeoned
and intensified. As Simon, Howe, and Kirschenbaum point
out, "all of us, young and old, often become confused about
our values. But for young people especially, the values
conflicts are more acute. The children and youth of today
are confronted by many more choices than in previous
generations." (Simon, Howe, and Kirschenbaum, 1972, p. 15).
As a result, youngsters are turning on, tuning out, or just
passively accepting the values which are imposed on them;
values which are often as effective as a "modern jet plane
which runs on hay." Teachers often find themselves assuming
new responsibilities as they have to teach and counsel
students about sex, drugs, family life and many other serious
areas of conflict and confusion which were formerly the
18
responsibility of the family or the church.
In an article for the Thirteenth Year School in
Boston, Zuckerman, Sostek, and Sherman claim that schools have
been left "holding the bag." They assert that the culture
condemning its schools for not solving its problems is like
’the pyromaniacs club condemning the fire department." They
evidence to show that although the schools are not
equipped to solve society’s ills, they may very well be the
only institution that has a chance to do so. The authors
claim, however, the conventional tools and methods of
schooling will not work because they do not foster the
guidance, emotional involvement and intimate human contact
necessary for the development of positive self-concepts and
strong human relationships. They further state that:
...(conventional methods) preclude the
emotional involvement between persons which
is the minimum requirement for helping people
choose how to live. ...For the teacher, the
difference is primarily that of learning to
become a humanis t- - learning how to teach
people and not just subject areas... He (the
teacher) must develop the flexibility to adapt
his agenda without abandoning it, he must
increase his sensitivity to the emotional
dynamics of the classroom- -and then he must
learn the skills of respon ing to the new
information..." (Zuckerman, Sostek, and
Sherman, 1972, p. 10).
In the process of growing up, students can find in
teachers some of the support and feedback which is essential
for fulfillment and positive self-concepts. Unfortunatelv
,
for too many students, a teacher may be the only person a
19
youngster can turn to for some sign that he is valuable and
accepted. Teachers can learn how to relate to and help
these students in a personal and meaningful way. This may
just require some careful attending behavior or it could
demand referral to professionals who are more skilled.
Jean Grambs, in the foreword to a book titled The Teacher’s
Role in Counseling
,
states: "...it seems particularly
pressing that each teacher gain skill in human understanding
and the range of related skills which are those of the
teacher-counselor. These skills are not inherent, just
because one is a person of good will. Counseling skills must
be acquired; sensitivity to the hidden messages of others
and responding appropriately are behaviors most of us learn
by deliberate effort." (Ligon and McDaniel, 1969, p. 112)
With teachers functioning as teacher- counselors more
positive consequences of the skillful use of human relations
behaviors can be expected beyond that of creating an atmosphere
in which students can explore and share their personal feelings
and values. Trust and respect may be generated between the
students and the teachers and among the students themselves.
Age, sexual, philosophical, and peer-group differences may
narrow as a result of the shift in emphasis to the "human"
aspects of learning and the more sophisticated nature of the
inter- and intra-personal transactions which are likely to
occur. Through heightened attention, respect and empathy
,
20
everyone concerned may feel more accepted and worthwhile.
Consequently, self-concepts should be positively affected.
More positive effects are probable, but an exploration of
how the utilization of human relations or counseling skills
can affect self-concepts will serve as an example of the
significance of these skills.
Thomas Harris, in his book I’m OK--You're Ok, asserts
that what a person " ...does is not the primary nroblem; it
is rather what he considers himself to be." (Harris, 1969,
p. 225). Through his studies at the University of Florida,
Arthur Combs and his colleagues found that man basically
behaves in terms of what he believes. Furthermore, what one
believes about himself is thought to be the most important
determiner of one's behavior. Combs defines self-concept as
"
...all those aspects of the perceptual field to which we
refer when we say ’I’ or ’me’ ...organization of perceptions
about self which seems to the individual to be who he is;
...it is composed of thousands of perceptions varying in
clarity, precision and importance in the person's neculiar
economy. Taken altogether these are described ...as the self-
concept." (Combs, 1971, p. 39). Combs explains the imnor-
tant relationship of self-concept to one's behavior, adjust-
ment, intelligence, human fulfillment and ability to help
others. In a speech he gave in Cleveland on "The Theoreti-
cal Basis for Human Growth and Development," Combs asserted;
21
...we now understand that fundamentally, the
question of human adjustment is a question of
how a person sees himself ... that the maladjusted
in our society are the people who see themselves
in negative ways: unloved, unwanted, undignified,
and unworthy, etc., whereas the healthy people
in our society see themselves in positive ways:
as accepted, able, dignified and worthy... Tt is
also true that the self-concept is learned from
the feedback from "out there." One doesn't
decide to be liked, one has to be treated as
though one were liked. So self-concept comes
as a consequence of the kind of feedback one
gets from the world in which one lives
,
and
that makes what we do in education terribly
important because children bring their self-
concepts with them to class. They don’t leave
them at the door; and what goes on in every
classroom has an effect on the self-concept.
It seems reasonable to assume then, that if teachers
or prospective teachers can learn ways to provide feedback
to students which will positively affect their self-concepts
then the benefits of one’s feeling good about one's self
will begin to occur; not primarily because of the manipu-
lation of stimuli, but due to the fact that a major block is
removed which is focusing the student’s attention and
behavior, thus preventing self-fulfillment from occurring.
Since many teachers may find themselves assuming more of this
kind of responsibility (especially in the areas of human
values and life choices) it is essential for teacher training
programs to deal seriously with the interpersonal skills
that are necessary if prospective teachers are to function
effectively when they begin teaching.
22
WHY USE A MICROTRAINING APPROACH?
The "human relations
-microtraining component" (HRMC)
described in this paper represents a substantial shift in
emphasis in the training of secondary teachers. It is an
attempt to build a systematic training program which is
predominantly oriented toward the skills of human relations
,
specifically human interactions or transactions. This is
not to say that subject matter or discipline areas are not
important or even essential. The emphasis is, rather, on
the concept of teaching and learning as a process of developing
more collegial relationships between the teacher and the
students and between the students themselves; a conception
of teaching and learning as cooperatively helning one
another become the best that we can become, and consequently
providing one another with the feedback we all need to feel
worthy and accepted. The development of human relations
skills should be a central concern in all teacher training
programs. This, along with various other improvements may
bring about the significant and lasting changes in our
schools for which educators have been striving. For this
reason, the HRMC was implemented this year with the hope
that it will become the predominent training strand of the
Horizons program in the future.
The problem of how to teach the skills of human
relations has been examined very systematically by Dr. Ivey
at the University of Massachusetts. Ivey developed a
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systematic approach to teaching interviewing shills to
increase the effectiveness of those in the helping professions
in the specific area of counseling behaviors. The foundation
of this approach is the microteaching work done by Dwight
Allen and others at Stanford University. (Allen, 1969).
In microteaching, the teaching act is broken down
into components which are practiced by the trainee through a
systematic media- feedback (videotape) and supervision
program. The object is to present teaching skills in small
and manageable segments so that they can be realistically
practiced without the trainee being overwhelmed by the
difficult, complex and often mystical-seeming teaching act.
The trainee practices a skill until he becomes competent and
then moves on to another.
The typical microteaching setting consists of a
videotape unit including a camera and monitor, the super-
visor and teacher trainee, and a group of about five students.
The trainee develops a five minute "micro- lesson" and chooses
one or two skills to work on. The trainee then teaches the
lesson and is taped in the process. He then receives feed-
back from the students and views the videotape with some
kind of supervision. The trainee and the supervisor analyze
the feedback and change the lesson appropriately. Then, the
trainee reteaches the lesson to a new group of students and
the feedback and supervision component is repeated until a
satisfactory standard of performance is attained. Some
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benefits of this process include: varied and immediate
feedback for trainees, the highly specific and concentrated
nature of the experience, the vivid impact of seeing oneself
in action immediately after having taught, and the low risk
atmosphere of the teaching setting.
Microcounseling utilizes the same basic media-
feedback technique, but emphasizes human relations skills
rather than skills primarily concerned with the presentation
of subject matter. Although some of the skills which are
taught within the microteaching framework are interchangeable,
and can be thought of as human relations skills, they are
usually described or presented within the context of
teaching "lessons.'' In the introduction to Ivey's book on
microcounseling Dwight Allen says:
Perhaps the most important implication of Ivey's
work is his emphasis on using microtraining to
teach individuals the "developmental skills of
being people." Our society has been too con-
cerned with imparting content or knowledge
skills; we are now faced with a society that
is unable to understand and relate with itself.
Microtraining until now has focused primarily
on what Ivey would term "self-expression skills.''
He has developed another role for the teacher
which has not been fully stressed in micro-
teaching to date- -the role of the teacher as
facilitator to the growth of students.
(Allen, 1971).
Another difference between microcounseling and
mi CTO te ach ing as they are described in the literature is
that microcounseling requires a one-to-one "interview"
In microcounseling, trainees practice the humansituation
.
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relations or counseling sJkills by interviewing a "client"
or subject. As with microteaching, exemplary videotanes
of experts demonstrating the specific behaviors can be
viewed. The sequence of tape- observe- retape remains
basically the same. Certain differences exist, however,
especially in relation to the teaching of human relations
skills which make each setting or micro-process unique.
First, since fewer students are involved, the human inter-
actions in the small group situation (microteaching) are not
as complex as in the typical classroom environment; the
interactions in the one-to-one setting for microcounseling
are less complex. Fewer people equals less stimuli to react
to which simplifies the whole process. For example, the
direction of interactions possible in microcounseling are
"teacher- to-student" and "student- to- teacher . " The inter-
actions which could occur in the small group (microteaching)
settings are listed below:
1. Teacher to any individual student.
2. Teacher to whole group of students.
3. Individual student to teacher.
4. Group to teacher.
5. Individual student to individual student.
6. Individual student to group.
7. Group to individual student.
Possible interaction patterns in the large group situation
include all of those listed above. As group size increases,
however, the possibility of sub-group development increases
and the interactions can become even more complex.
In the microcounseling setting, the human interactions
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are fewer and less complex, which sould allow a trainee to
concentrate his focus thereby making his practice and analysis
simpler. Classroom operations usually involve one-to-one
or individual tutorial functions, and small group and large
group teaching. The content and form of interactions change
with the mode of operation. Therefore, the HRMC emphasizes
training in each of these three modes of classroom operation.
Of course, it is not always true that the interactions
change with the mode of operation in the classroom. For
example, as group size increases, one would expect that
content and giving directions would be stressed over personal
interaction. However, as the notions of individualized
instruction and small group work in schools have spread, the
author's experience leads him to believe that most teachers
continue to lecture to small groups as well as to individual
students. The idea that education consists simply of trans-
ferring information is extremely difficult to overcome.
Second, since groups of students are not required
for microcounseling, it operates more efficiently and is
less difficult to schedule and implement than microteaching.
Trainees can practice with one another in the counseling
format taking turns as interviewer and client. Microteaching,
however, while more difficult to implement, more closely
approximates the typical classroom teaching situation.
Third, the microcounseling trainee is expected to
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focus his attention on the client specifically. This format
niay reduce interpersonal superficiality and improve the
significance of the interaction. Since microteaching tends
to focus on content or a specific idea, concept or lesson,
there is more incentive to entertain the students so that
the lesson will be perceived as interesting or fun. Since
the client invents the topic in the counseling situation,
this tendency is reduced. Furthermore, one tends to be
more careful when dealing with feelings which are the
primary foci of most intereaction in microcounseling.
Finally, the microcounseling setting seems conducive
to the immediate transfer of human relations skills to one’s
personal life. After practicing one-to-one behaviors, the
trainee can go out immediately and practice the skills with
his friends within the same framework that existed in the
training session (without videotape equipment, of course)
.
For instance, if a trainee has practiced maintaining the
conversational focus on the client during the counseling
session, and his roommate drops in for a talk later, it is
easy for the trainee to practice the same skills in the
real-life situation because the human relations skills are
not abstract; they are practical and fairly universal.
Hopefully, the microteaching format can be used
effectively to teach skills which have been acquired in the
microcounseling situation. No reason exists to assume that
an intern, having learned some basic human relations skills
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in a one-to-one situation, will be able to transfer these
same skills to a larger group. The microteaching setting
provides the trainee with the opportunity to practice the
same skills with a larger group which is more complex. However,
the skills may also be different as the number of people
involved in the interaction increases. For example, move-
ment about the room may be a skill practiced in the micro-
teaching situation but it would probably not apply to the
microcounseling setting.
One should not assume that the skills practiced in
either of the previously mentioned training situations will
be automatically transferred to the larger group context.
Therefore, the total human relations training strand includes
training in each of the contexts so that the possibility of
transfer of learning will be increased. This rationale
is the basis for the three-step nature of the HRMC. The
first step focuses on basic human relations skills with a
one-to-one interview format (microcounseling); the second
step emphasizes the same skills in a small group situation
(microteaching); and the last part of the interns' training
utilizes the teaching situation with a large group.
The total training strand is part of the trainees'
practicum and student teaching experience. The training is
done within the context of an intern's regular supervision
and is organized so that the training is not overly time-
consuming or disruptive to the trainee's student teaching
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functions. Training focuses on the directly observable
behavior of the trainee and with whomever he is reacting.
The supervisor, utilizing the training process, serves
the trainee by providing a vehicle by which the student
teacher can become more effective in the classroom. The
total training process is described in detail in chapter
three
.
Good human relations behavior demonstrates to
students that they are respected and worthwhile. Teaching
these skills is an essential goal if teachers are to deal
effectively with the responsibilities which are now being
thrust upon them. Furthermore, a systematic microtraining
program is felt to be an effective means of teaching these
skills .
CHAPTER II
INTRODUCTION
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This part of the study encompasses an in-depth
description of the criterion and antecedent variables and a
review of the research and literature as it relates to these
variables. The criterion variables are the specific human
relations behaviors which the trainees were expected to
learn. The antecedent variables include the general areas of
microtraining, supervision and instructional settings which
made up the HRMC and which were expected to influence sig-
nificantly the student teachers' training in human relations.
The variables are described separately, and their
function and relation to other variables of the Horizons
program appear systematic and organized here. This is
accurate to a point but the real implementation of the pro-
gram was not as straightforward and systematic as this
chapter might seem to imply.
First, in certain situations, some variables were
dominant and others were not operating at all, while at
times all of the variables were occurring at the same time.
For example, the impact of observing the videotape recordings
of their teaching immediately following a lesson proved to
be an important learning experience for most of the trainees.
The impact of the media- feedback variable dominated the human
relations training at such times. Sometimes the variables
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overlapped and operated simultaneously. For example, the
supervisor helped the trainees select skills which would
facilitate their actual instructional goals as a part of
their student teaching. On some occasions, the supervisor
facilitated the learning of the human relations skills by
the trainees by: helping the trainees to select skills and
operationalize them, clarifying the linkups between the
trainees human relations skills and their objectives for
their students and modeling the skills for the student
teacher. So, a number of variables were operating which may
have influenced the human relations behaviors of the trainees.
Information was provided, goals were set and relationships
clarified, and the supervisor set an exajnple or acted as a
model for the trainees. These complex sessions are difficult
to analyze and it would be impossible to count and measure
the influence of these variables quantitatively. As Abner
Peddiwell points out in the Saber-Tooth Curriculum :
(educators) ...confronted almost insuperable
obstacles in the fact that education dealt
with the changing of human minds, a most com-
plex phenomenon. The task of measuring a
learning situation involving an unkno\>m
number of factors continually modifying each
other at unknown rates of speed and with
unknown effects was a tremendous one. (Peddiwell , 19 39 ,p . 55)
The variables are analyzed separately for these reasons and
simply because one can only discuss one thing at a time.
However, it is important to know that the theoretical or
expletory descriptions as discussed in this section are
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removed from reality and that the actual practic.
cation of the HRMC is described realistically in
three and four.
1 appli-
chapters
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THE CRITERION VARIABLES
It requires sensitivity, openness and empathy on the
part of the teacher to create an atmosphere in which students
can openly and honestly share their ideas and feelings. In
the past, such important concepts as empathy, rapport,
warmth, etc. were mysterious conditions which were not
specifically defined enough to precipitate systematic and
developmental training programs for teachers and prospective
teachers. Recently professionals, predominantly in the areas
of psychology and education, have isolated and described
various human relations behaviors, which, when skillfully
combined and utilized, can result in warm, open, or emnathic
human interactions. Furthermore, systematic training pro-
grams have been devised and tested which may soon lead to
efficient and effective training of all kinds of professionals
and lay personnel in the process of "helping” other persons.
Ivey recognized the need for clarifying and systematizing
skill development in human relations. He explains that:
Society needs teachers who are capable of
"warmth," "empathy," and "critical thinking."
However, it is difficult to define these
broad 'terms precisely and thus, the teaching
of these concepts has been left primarily to
personal examples, admonitions or simply to
chance
.
Many, perhaps most terms and concepts of
effective human relations behaviors which
have been used in the past are too general
to be defined adequately or taught efficiently.
A systems approach, coupled with performance
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criteria and the conceptions of behavioral
systems leads to a fuller understanding and
more precise definition of human relations
functioning. (Ivey, 1971, p. 1)
The humanistic education movement, which aspires to
integrate the cognitive and affective domains in individual
and group learning, requires teachers who can function with
students as ''feeling" and "thinking" beings. "Camps" often
develop as educational philosophies, theories and methods
appear and disappear, and humanistic education has its
share of proponents and detractors. Two such camps might be
appropriately labeled the "fact-camp" and the "feeling-camp."
The feeling" or "humanistic" camp challenges the cognitive-
content approach while the "fact-camp" folks describe the
humanistic movement as wishy-washy or non- intellectual
. Such
camps are to a great extent inconvenient and unnecessary.
Both the cognitive and the affective domains seem to be
essential components of human beings and they can facilitate
and enhance one another in the curriculum and instruction in
schools
.
In a paper on facilitative interpersonal conditions
for affective involvement, David Aspy states that "facilita-
tive interpersonal skills are a necessity rather than a
luxury for the effective teacher." He notes that:
It is not a question of either/or- -neither
"being kind" nor "providing facts" is the
right way because neither is enough by itself.
It seems that effective teaching is turning
out to be an interdependent relational process
in which "learning" and "loving" are interactional
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rather than antithetical (Aspy ^ Roebuck,
pp. 1-2)
Carl Rogers describes the aim of education as the
"facilitation of learning," and asserts that this process is
dependent on the attitudes which exist between the teacher
and the learner along with the interpersonal relationships
present. Rogers describes the attitudinal qualities which
will facilitate learning. They are "realness," "prizing-
accepting- trus ting" and "empathy." Realness involves being
genuine or being oneself instead of playing a role; prizing-
accepting- trus ting means that the learner is perceived as
basically valuable, worthy and trustworthy, and that the
student's feelings and opinions are important; empathy
involves a non- evaluative
,
non- j udgmental understanding, the
ability to see something as another person sees or feels it.
Rogers thinks that empathic reactions in the classroom are
practically nonexistent.
Early research dealing with humanness or classroom
atmosphere indicated that some positive relationships existed
between learning climates characterized by "warmth" and a
less teacher- centered mode of operation. This work demonstrates
the positive relationships between variously defined concepts
of humanness and cognitive skills. (Ccgan, 1958 and Heil,
1960), and self- initiative , cooperation and spontaneity
(Anderson, Brewer and Reed, 1945). When evidence indicated
that humanness was related to performance, researchers
began
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to isolate relevant variables and operationalize them so
that conditions could be studied in a less generalized
state
.
Procedures and instruments developed by Truax and
Carkhuff and Berenson (1967) describe and measure a variety
of interpersonal relationships. Using scales these researchers
found that facilitative interpersonal conditions were signifi-
cantly related to learning outcomes . In a summary of these
studies, Aspy and Roebuck explain that:
Researchers established that the levels of
interpersonal conditions offered in the class-
room were significantly and positively related
to such pupil outcomes as cognitive growth
measured by standardized tests (Aspy, 1967;
Aspy, 1969; Aspy and Hadlock
,
1966), increased
creative interest and productivity (Moon, 1966),
diffuseness of peer- liking structure (Schumak,
1966), grade-point average (Pierce, 1966), and
learning process variables such as levels of
cognitive thinking and amount of s tudent- initi
-
ated talk (Aspy and Roebuck, 1970).
Ivey has taken this research, and other counseling,
human relations or interpersonal behavior research one step
further. Drawing from a broad range of studies he has
defined a v^ariety of specific facilitative human relations
or "counseling" behaviors and has developed a systematic
method of skills acquisition which he calls "microcounseling.
Ivey describes twelve "interviewing" skills (Ivey, 1971)
divided into the general areas of beginnning skills, selec-
tive listening skills, self-expression skills, and inter-
pretation skills. The skills taught in the HRMC were drawn
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from the "beginning skills" and "selective listening skills
categories
.
The eight skills used are listed below:
a.
0
Physical relaxation.
b. Varied use of eye contact.
c
.
Open and natural posture.
d. Verbal following behavior (client-focus)
.
e Open-ended questions.
f Minimal encourages
.
g- Reflection- of - feeling
.
h. Paraphrasing
.
The long-term goals associated with these skills are as
numerous as the goals of the "helping professions," but the
trainees generally identified the following long-range
objectives during their training:
1. To improve the self-concepts of students
by providing them with feedback which
communicates to them that they are accepted,
dignified and worthy human beings. To com-
municate sincere, positive regard for each
student
.
2. To create an atmosphere characterized by
"trust," "warmth," "sharing," "accepting,"
and "empathy" so that students will share
their thoughts and feelings without unnec-
essary discomfort and fear of ridicule or
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reprimand.
3. To check consistently on the accuracy of the
student teacher's perceptions of:
a. The students' attitudes toward the
student teacher.
b. Exactly what the students were saying,
thinking or feeling at any particular
time. (In other words, communications
by the student teacher to "check out"
whether he is really "with" the students
in thought or feeling)
.
4. To control the topic-focus, depth, direction
and time of interactions so that the particular
goals of the class are accomplished or facili-
tated.
The achievement of these goals is dependent on many
variables which are different in emphasis with each individual
student in every unique situation. The focus of the HRMC is
on improving the trainees' human relations effectiveness by
systematically training them in a variety of interpersonal
skills. As Carkhuff points out:
Effective people have a large repertoire of
high level responses. Indeed, the central
occurrence in any helping relationship is^
the transformation of a person with a limited
repertoire of responses (the helpee) into a
person with an extensive repertoire of
responses (the helper). (Carkhuff, 1969, p.l 6)
Within the general framework of beginning skills, the
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three nonverbal skills of attending behavior are physical
relation
,
vari^ use of e^e contact
, and an attentive,
open or congruent posture
.
Duncan, (1969) in a review of studies on nonverbal
behavior notes that few studies were undertaken in this
area before 1950. He discusses the research on ''nonlanguage
behaviors" and although the research is not generally con-
clusive in most areas, he states confidently that
The studies .. .emphasize the extent to which
nonverbal behaviors typically neglected, play
a prominent role in communication
.. .nonverbal
elements .. .wi 11 provide powerful tools for
investigating a variety of issues relating to
the dynamics of human interaction, and ulti-
mately, for testing competing communication
models. (Duncan, 1969, p. 133)
Physical relaxation is an important nonverbal skill
which involves physical comfort and maintaining a body posi-
tion which is natural but attentive. Ivey suggests that "if
the interviewer is not relaxed, he will find it difficult to
focus on the client." If the helper is tense and uncomfor-
table he may actually be focusing most of his attention and
energy on himself rather than attending directly to the
"helpee." In studies investigating the information conveyed
by nonverbal behaviors (Ekman and Friesen, 1967; Sainesbury,
1955; Dittman, 1962) it was determined that complex inter-
relationships exist between nonverbal behavior and external
variables such as the content of speech, information about
affect, etc. For example, Sainesbury (1955) found that during
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periods of stress in interviews more body movement occurred.
Dittman’s (1968) studies showed that frequency of movement
was related to mood, and furthermore he noted that movement
of Certain body areas were related to different moods.
Communication through such visual cues is further substanti-
ated by Dittman, Parloff, and Boomer (1965, Charney (1966),
and Scheflen (1964)
.
If the trainee is tense and anxious these conditions
are probably communicated to his students nonverbally. By
concentrating on his posture and certain areas of his body
the student teacher can practice relaxing and thereby increase
his ability to attend to his students. The trainees prac-
ticed simple relaxation exercises and were encouraged to
maintain a relaxed and comfortable posture while standing
or sitting.
Another way to attend to people is by the skillful
use of eye contact . Gibson and Pick (1963) found that one's
ability to read another's eyes was substantial and Kendon
(1967) suggested that an "expressive degree of involvement
or arousal" can be communicated through looking. Some
studies (Kenden, 1967; Hutt and Omstead, 1966) show that
breaking off of eye contact often communicates discomfort or
appeasement
.
Ivey suggests "varied" use of eye contact and
explains
:
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A varied use of eye contact is most effectiveas staring fixedly or with undue intensity
usually makes the client uneasy. If you aregoing to listen ' ^
Civey, 1971, p.
to someone, look at them.
149)
It was mentioned before that body motions (including
body posture and position) communicate information regarding
the nature and intensity of emotions (Ekman and Friescn,
1967). Watson and Graves (1966) compared the intensity of
interaction of pairs of American and Arab students and found
that the Arab students were more intensely interactive, and
that they differed consistently from the Americans when
measured according to five of Hall’s (1963) nonverbal behavioral
variables. One variable specified by Hall was the ’’sociofugal-
sociopetal axis” on the angle formed by the axes of the
shoulders of those interacting. Carkhuff specified that
participants in his human relations workshops should "square-
off” or face one another directly. The author felt that such
open posture may communicate attention and interest on the
part of the helper so "open posture” was included as a
beginning skill although it is not operationalized by Ivey.
The trainees were instructed to face the individual to whom
they were attending directly, and to try not to deviate more
than a few degrees in either direction. On some occasions the
student teachers were also encouraged to lean forward a
little to emphasize their attention. The trainees found this
very rewarding and most said that it was very easy to
accomplish.
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In his review of nonverbal studies, Duncan finds the
consistency and mutual verification of findings "remarkable"
and writes
:
This sort of consistency, if it continues tobe encountered with subsequent studies, strongly
suggests a high degree of regularity and organi-
zation among nonverbal behaviors under considera-
tion. (Duncan, 1969, p. 131)
The implications for teacher training are obvious. If non-
verbal behaviors are consistent and powerful communicators
then they should be taught systematically along with the
language aspects of teacher education. The nonverbal skills
emphasized in the HRMC are only a few of the many which make
up the nonverbal repertoire of human beings generally.
The one beginning verbal skill which appears in the
attending behavior category is verbal following behavior (VFB)
.
This skill is meant to help maintain the topic focus and
attention on the student (client)
. Teachers typically talk
about course "content" or their own experiences in class and
the focus is seldom on the students’ interests or feelings.
With VFB the teacher avoids topic- j umping
,
interrupting and
random questioning, and "responds to the last comment or
some preceding comment of the client (student) without
introducing new data." (Ivey, 1971, p. 41) Ivey contends
that by following directly the ideas and feelings of the
student the teacher helps the student to develop his own
basis for the discussion and also reinforces the continued,
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open sharing on the part of the student.
This skill involves more than just limiting one’s
conversation as a teacher, it requires an attitude which
respects the student as a worthwhile and knowledgeable person
with important things to share. Studies on the perceptual
characteristics of effective counselors (Combs and Soper,
1963) and effective and ineffective teachers (Gooding, 1964)
suggest that the effective counselor and teacher are
characterized by
...a greater degree of sensitivity to the feelings
of students. They were more concerned with seeing
the child's point of view ... sensitivity denotes a
deeper understanding of how things are perceived
by those with whom one works (Combs, 1971, p. 33)
Verbal following behavior demands an active interest in and
respect for the ideas and feelings of students. If this
interest and respect are not authentic, the possibility of
hiding one's beliefs or perceptions behind various methods
is likely to prove ineffective.
Another beginning skill which helps provide the
student with an open invitation to talk is the use of
open-ended questions . Closed questions usually require
short or "yes" or "no" answers, while open-ended questions
allow room for the student to build an answer. The following
are some examples:
Closed-ended Questions
a. Do you like your classes?
b. Are you an English major?
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Open-ended Questions
a. What do you enjoy most about school?
b. How do you feel about teachers?
c. What would you do during the day if you
didn’t have to go to school?
Open-ended questions provide limited structure and allow the
student to determine the topic focus to a great extent. The
skill of open-ended questioning was studied by Phillips,
Lockhart and Moreland (1969) . They assert that open-ended
questioning can help to .start an interview or discussion and
encourage understanding by giving the student opportunities
to clarify or expand on his comment and aid the teacher in
facilitating the topic focus on feelings when appropriate.
Open-ended questioning facilitates the psychological format
of ’’client- centered counseling" where the topic focus is
usually on the concerns of the client rather than the coun-
selor or interviewer. Arbuckle describes "client-centered"
therapy as "...literally, not just figuratively, what it
says: It refers to a human relationship which is centered
on one of the two people involved, the client." (Arbuckle,
1970, p. 48)
Again, the attitude seems to be the central ingredient
to the helping process rather than the actual behavior. Gendlin
(1962) clarifies three principles of client-centered therapy
as
:
(1) Basic therapist attitudes, rather than any
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cl i 6n t “ CGn t G re d'* behaviors,
therapeutic factors.
are essential
(2) Necessary are genuine spontaneity and
expressiveness of the therapist on undefen-
sive transparency and genuineness of thetherapist or the person he is free of pro-fessional or personal artificiality.
(3) Experiencing.
. .constitutes therapy
rather than verbal self-expression.
(Arbuckle, 1970, p. 48) for Gendlin
This agrees with Combs' (1971) findings at the University
of Florida. Thus the facilitative components of teaching
appear to be similar in some respects to the therapeutically
oriented version of the client
-centered counselor. Open-
ended questioning is a counseling skill which can help the
teacher shift the focus from the teacher and course content
to the students' concerns.
Minimal encourages are used to help maintain the
focus on the student once he is talking. They can be used
to encourage the student to continue talking, analyzing,
explaining, elaborating, etc. Examples of minimal encourages
are: "OH?," "Then," "and," "Tell me more," "umm-humm," etc.
Like verbal following behavior, minimal encourages follow
directly from the comments of the student and maintain the
interview or discussion focus on him. Ivey asserts that it
takes very little verbalization to facilitate another person's
talking and says:
The word "minimal" refers both to how much the
interviewer says, which can be very little, and
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to the amount of direction or interventionhe imposes on the content or flow of theinterview. (Ivey, 1971, p. 152)
Minimal verbalizations may relate to hesitation phenomena,
which include various types of pauses and other nonfluencies,
such as stutters and repetitions. Both psychologists and
psycholinguists have examined the hesitation phenomena, and
Mahl (1956) studied the distinctions between filled and
unfilled pauses in speech. Panek and Martin (1959) found a
relationship between filled pauses and repetitions and
emotional arousal. Goldman-Eisler (1961a, 1961b, 1961c, 1961d)
examined the relationships between the type and amount of
pausing and the ensuing speech produced. As reported in
Duncan's nonverbal survey (1969) they found that:
unfilled pausing time is associated with
"superior" (more concise) stylistic and
less probable linguistic formulations,
while higher rates of filled pauses are
linked to inferior stylistic achievement
(long-winded statements of greater pre-
dictability)
.
(Duncan, 1969, p. 27)
Livant (1963) concluded that "filled pauses produce impaired
performance," when he found that it took his subjects
longer to solve addition problems when he filled his
pauses than when his pauses were silent. Duncan (1965)
further substantiated these relationships when he found
that therapists rated therapy hours as "poor" which were
characterized by high proportions of filled pauses by both
the therapist and the client. More studies are needed to
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confirm the hypotheses, but these studies seem to indicate
that shorter verbalizations during pauses facilitate the
helping relationship and may lead to "superior" interactions.
Minimal encourages may prove to be a skill which
relates to some distinct "helping" or even therapeutic
outcomes. Minimal encourages can help the teacher direct
the elements of interaction and also serve as a reinforcer.
The last two skills, reflection- of - feeling and
paraphrasing are called selective attention skills by Ivey
and tend to narrow the direction or focus of interaction.
The attending behavior described before facilitates free,
open or "widening" interactions with extensive room for
student responses. Paraphrasing and reflection-of-feeling
are two selective listening skills which are meant to narrov/
the interactional focus somewhat: to create a direction for
the interaction which narrows the participants’ field of
possible responses.
The skill of reflection of feeling, first discussed
by Rogers (1961) is described by Ivey as "...selective
attention to the feeling or emotional aspects of the client’s
expressions." He goes on to say that: "By selectively
attending and reflecting observed feeling states to the
client, the interviewer is consciously reinforcing emotional
states while simultaneously extinguishing more cognitive
aspects by ignoring them." (Ivey, 1971, p. 57) In this way.
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the teacher can communicate empathy and direct the inter-
action focus. Some examples of reflection of feeling
responses are:
Student: "I just can't reason with Mrs. Clark.
I try again and again but she just
doesn't listen."
Teacher: "You feel frustrated."
Student. This History book is so phony-
-the author
must think we are dopes to believe all that
garbage .
"
Teacher: "You feel patronized by the author's
approach" or "This makes you angry."
This skill is considered important in communicating empathic
understanding of the student's feelings. However, reflection-
is not just a repetition of words; it is an inter-
pretive response which clarifies a feeling which the student
did not verbalize or it carries a verbalized feeling a little
beyond the student's statements. Arbuckle notes that the
skill has acquired a different meaning over time. He explains
that Rogers first regarded reflection of feeling as simply a
clarifying response but later said:
It is the counselor's function to assume... the
internal frame of reference of the client to
perceive the world as the client sees it, to
perceive the client himself as he is seen by
himself, to lay aside all perceptions from the
external frame of reference while doing so, and
to communicate something of this empathic under-
standing to the client. (Arbuckle, 1970)
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The reflection of feeling skill developed by Normington
(Ivey et al., 1968) seems to incorporate the dual purposes
described by Rogers’ statement.
Paraphrasing is also a listening skill which requires
selective attention," and which focuses on cognitive content
rather than affect. This skill, as described by Ivey,
Moreland, Phillips, and Lockhart (1969), "...is functional
in clarifying confusing verbal content, tying a number of
recent comments together, and highlighting issues by stating
them more concisely." (Ivey, 1971, p. 60) Paraphrasing is
an interpersonal skill which can increase the accuracy of
communication and the degree of mutual understanding. It
also can convey an interest in students and their ideas. By
paraphrasing, the teacher can reveal his understanding of the
students’ comments to test the correctness of his understanding,
and like reflection of feeling, the skill also serves as a
reinforcer to the student. Paraphrases can be simple repetitions
(in one’s own words) of comments made by students, or they can
help the student further consider his statements. For example,
if the student makes a general comment, the paraphrase can
reflect something more specific:
Larry: I think this is a very poor textbook.
You: Poor? You mean it has too many inaccuracies?
No, the text is accurate, but the book comes
apart too easily. (Wallen, 1968, p. 3)
Larry
:
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Or, it may suggest a slightly different emphasis
Sarah
:
...he has such expensive tastes that
he can't ever earn enough as a teacher.
Fred: Oh, I see. You think he should have
Sarah:
gone into a field that would have insured
him a higher standard of living.
Exactly, teaching is not the right job
for him. (Wallen, 1968, p. 3)
the antecedent variables
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meant
human
This section describes the variables which were
to facilitate the student teacher's learning of the
relations skills. These included various elements of:
a. Systematic microtraining (microcounseling
and microteaching)
.
b. Supervision (goal setting, modeling, and
positive reinforcement)
.
c. Large group, small group and one-to-one
settings
.
It IS important to realize that some variables were perceived
as helpful by the trainees and some were not. Furthermore,
different variables influenced different students in various
ways and to various degrees; a not too surprising phenomenon
given the vast differences in human beings. Although
human difference does not seem to be a particularly profound
principle these days it is often almost forgotten or
ignored in education. As Skip Ascheim says:
The trouble with a truism. ..is that, once
acknowledged, it is easily forgotten. The
word truism itself implies such a response
with its connotation that if something is
so obviously true, it is hardly worth
mentioning. Unfortunately, not living by
this... has got us humans into a pretty bad
state... (Ascheim, 1973, p. 16)
Microtraining is a systematic technique of skills
acquisition which forms the "structural or methodological
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approach" to microteaching and microcounseling. Both micro-
teaching and raicrocounseling have proven to be effective
approaches to teaching specific skills. Microcounseling and
microteaching are described in detail in Chapter One and Chap-
Three and the results of studies in which they were utilized
are described here. Robert Carkhuff asserts that systematic
training programs are the most effective way to effect gains
in interpersonal functioning or human relations. Citing
evidence from many studies (Carkhuff and Bierman, 1970;
Pierce and Drasgow, 1969; Berenson, Carkhuff and Myrus
,
1966;
Martin and Carkhuff, 1968) Carkhuff states that:
with regard to interpersonal skills specifically,
the most efficient and effective means for
improving the quantity and quality of responses
in the helpees^ interpersonal repertoire involves
systematic training programs ... the results of
training programs indicate that systematic inter-
personal skills training programs are significantly
more effective than all other programs in effecting
gains in interpersonal functioning.
(Carkhuff, 1970, p, 9)
Microcounseling is a systematic experiential training program
which grew out of the need for more effective and efficient
counselor training, which would provide the neophyte counselor
practice while protecting clients. Microcounseling, which
utilizes a one-to-one interview format, has been used in a
variety of settings to train both professional and lay
personnel, and the effectiveness of this technique is
significant
.
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The initial study by Ivey, Normington, Miller,
Morill, and Haasa (1968) demonstrated that in very short
periods of time (one or two hours) beginning counseling
students achieved significant changes in the areas of attend-
ing behaviors, reflection of feeling and summarization of
feeling. Furthermore the trainees were able to define the
skills in concrete terms following the training, and the
client’s responses to the post- training interviews were sig-
nificantly more positive than pre-training resnonses. Vari-
ous other studies (Moreland, Phillips, Ivey and Lockhart,
1970; Haase and Dimattia, 1970; etc.) further substantiate
the micro-counseling format as an effective training mode.
The human relations or counseling skills described by Ivey
have been successfully taught to a wide variety of trainees
including counselors, medical students, lay counselors, high
school students, and even psychiatric patients.
Dwight Allen and his colleagues at Stanford Univer-
sity developed microteaching in 1963 in their search for more
effective secondary teacher training techniques. Micro-
teaching emphasizes experiential training in specific teach-
ing skills in a controlled laboratory setting with small
groups of students. IVhile microcounseling focuses on the
’’developmental skills of being neople,” microteaching focuses
more on classroom instructional skills like questioning,
establishing appropriate frames -of -reference
,
closure, etc.
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Micro teaching has been an effective training tech-
nique in a variety of settings, and a survey of AACTE- af f i li
-
ated teacher education institutions by Jim Cooper in 1967
revealed that one hundred had microteaching programs.
In a microteaching study at Stanford in 1963,
teacher trainees were randomly assigned to two groups; one
received all of its practice teaching prior to a one-year
classroom internship in the microteaching laboratorv on the
campus and the other group experienced a typical training
program in local summer school classrooms. The microteach-
ing interns were trained for ten hours per week in the labor
atory and the control group spent twenty to twenty-five
hours per week in classrooms.
Allen and Clark describe the results of the initial
microteaching program at Stanford in an article for the
High School Journal:
Candidates trained in the microteaching clinic
demonstrated greater teaching competence than
their colleagues in the actual summer school
setting. The difference was observed both by
supervisors and students. Trainees praised the
microteaching technique. ... Significant behavioral
changes in the microteaching interns’ performance
were discernable at several stages during the
summer. These changes were clearly related to
the skills being nracticed. (Allen and Clark, 1967)
Tlie effectiveness of the microteaching format demonstrated
in other studies (Orme
,
McDonald and Allen, 1966; Aubertine,
1964) and the potential for creative application of this
strategy in e:x;amining and improving teaching seems limitless
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The elements of microteaching which were applied in
this study were:
1. The teach, critique, reteach, critique cycle.
2. Video-tape recordings.
3. Small-group setting (although in the real
classroom and not in a laboratory setting)
.
4. "Real" classroom teaching situation.
5. Immediate feedback rather than delayed feedback.
supervisory components which were emphasized in
the HRMC were goal -setting
,
modeling behavior, positive
reinforcement and information or data feedback functions.
Facilitating the development of specific goals with
the trainee for each training session can be helpful for a
number of reasons. First, setting realistic goals focuses
the trainee’s attention and energy on a specific manageable
task. If the objective of the session is overly complex,
mysterious or unclear, it is not likely that the trainee will
be able to achieve it, and even if he does, the goal may not
be clear enough in his mind for him to "know" that he has
actually accomplished something.
Second, if the goal is important to the trainee and
sufficiently clear, the student teacher is more likely to be
challenged than threatened by the training session. As
Goldhammer points out:
With or without excessive anxiety, certainties
tend to be more reassuring than ambiguities.
56
Thus, goal-setting can reduce anxiety or apprehension.
Finally, mutual goal setting insures that the
trainee and the supervisor are both cognizant of their
roles, objectives and expectations for each lesson. The
goal-setting period should provide an cnuortunitv to check
these areas so that they are clearly specified before the
lesson.
refers to the demonstration of
particular skills which the trainee learns through imitation.
Ivey claims that one of the most important principles of
supervision is microcounseling in that the supervisor must
model the skills he is teaching during the training.
According to Carkhuff, effective communications training
depends on experiential-based programs where the trainee
IS "congruent and genuine" (Rogers, 1957). He says; "The
trainee is the key ingredient insofar as he offers a model
of a person who is living effectively. Without such a person
there is no program.*' (Carkhuff, 1969) The modeling or imi-
tative functions can facilitate skill training significantly.
The supervisor consistently tried to model the human
relations skills throughout the training program. Also,
videotape models were shown to the trainees during the first
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phase of the HRMC which provided further models for the
trainees
.
Research investigating the effect of modeling
(Bandura, 1965; Persons and Pepinsky, 1966; Krumboltz and
Thoresson, 1964; Sarasson, 1968) indicates that presenting
models that exemplify the skills to be learned can be a
very effective training variable. Carkhuff summarized
studies which investigated the effects of
-’trainer or
supervisor level of functioning upon trainee development of
skills in helping,” and he found that generally the trainee
will move in the direction of the trainer's level of
function, be it effective or ineffective functioning.
(Carkhuff, 1969; Truax and Carkhuff, 1967; Pierce and
Associates, 1967, 1970, 1971)
So, the supervisor modeled all of the behaviors which
the trainees were practicing to provide them with a model
and thus further facilitate their learning the human
relations skills.
From the frame of reference of behaviorism, instru-
mental or operant conditioning involves both positive and
negative reinforcement. Thorndike's "law of effect” states
that a reward increases the probability that the response it
follows will recur.
During the human relations training positive rein-
forcement was used as a teaching variable. For example, if
a trainee decided to practice open-ended questions during a
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lesson and only asked three open-ended questions out of
ten, the supervisor focused on and discussed the three
open-ended questions, commending the student’s ability to
use the skill to that extent. An example discussion is:
Trainee: "Gee, I only asked three open-ended
questions out of ten."
Supervisor: "I thought you asked excellent ques-
tions. You seemed to realize that
clarifying questions are also apnro-
priate at times."
Trainee: "Well, I was really conscious of trying
to think of open questions, but often
they just wouldn’t come to me."
Supervisor: "The open-ended questions you asked were
thoughtful, and I noticed that the stu-
dents had long dialogues after each one.
You seem to be advancing pretty fast."
Trainee: "Well,... I feel like I’m getting the hang
of it; I think I'll do much better to-
morrow. ’’
Ivey feels that positive reinforcement is an essential
ingredient of microcounseling and writes:
Operant techniques C^kinner, 1953) are stressed,
in that appropriate interviewer behavior is
rewarded; the emphasis is on positive growth
and relatively little attention is paid to
interviewer errors. The positive approach of
operant psychology coupled with specific sug-
gestions is important in rapid trainee growth.
CIvey, 1971, p. 7)
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Another aspect of the supervisory role was to provide
the trainee with data to keep him informed of his progress.
The supervisor was responsible for the videotape recordings
and he also recorded behavior counts and helped the trainee
analyze his performance. Information provided by the super-
visor gave the trainee immediate feedback which helped him
analyze his performance in a variety of ways. The videotape
recordings gave the trainee an objective, comprehensive look
at his classroom performance through an ’’external” vantage
point, and the behavior counts provided quantitative data
which the trainee related to his objectives. The behavioral
data also established a minimal framework for reviewing the
videotape replay. Using a system similar to the Flanders
interaction analysis system of behavior coding, the super-
visor recorded at least one, and sometimes two, five-minute
segments of the trainee’s lesson. The behavior counts shov;ed
teacher talk, student talk, and silence and confusion, as
well as the human relation behaviors which were chosen for
practice by the trainee.
The supervisor’s perceptions gave the trainee some
external, subjective feedback from the supervisor’s unique
frame of reference. Utilizing these three feedback strategies,
the trainee analyzed them in terms of his own goals, feelings
and perceptions.
The last variable, large group
,
small group
,
and one-
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to^on^ S£ttii^, can be considered both a criterion and
antecedent variable. In one sense, the setting (large,
small and one-to-one) represented an objective in that each
trainee was expected to competently demonstrate the skills
in all three settings or classroom modes. However, the
setting also functioned as an antecedent variable in that
the different settings were meant to help the trainees apply
the skills in increasingly complex interactional environments
as they progressed from one-to-one to large group.
Teaching typically involves working with people on
a one-to-one basis, in small groups, and large groups.
Certain instructional methods are more appropriate in each
setting. For example, with large groups giving directions
or providing information (lecturing), showing films or slides,
and pre- and post-testing are tasks which can be done
efficiently. Small groups are probably more suited to group
problem solving, discussion, communication skills, simulation-
gaming, etc. In the one-to-one situation individual-
tutorial help, counseling and evaluation should probably be
stressed.
It is felt that fundamental human relations skills
are applicable and important in each of these unique educational
settings, so the HRMC was designed to help students
1. Learn the human relations skills.
2. Apply the skills in different teaching settings.
The instructional model designed to accomplish these goals is
cribed in Chapter Three.
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chapter III
INTRODUCTION
This chapter describes the model for the human
relations training component. It describes each training
phase, identifies the roles of the participants, and evaluates
the general effectiveness of each phase. Ways to improve each
phase are also included.
The practical implementation of the training model is
emphasized and the various problems which influenced the
administration of the program are explained.
Three modes of classroom operation are evident in the
typical school. First, the teacher can operate on a one-to-
one basis with students. Individual tutorial or counseling
functions are usually appropriate in this situation.
Second, the teacher can direct a small group of
students. In this case, group discussion, sharing and
problem-solving should be emphasized. In small-group work
(about two to seven students), the teacher has to deal with
a more diverse and complex barrage of stimuli and she
obviously is not able to attend as carefully or as completely
to each individual in the group as she would in the one-to-one
situation
.
The third way of operating is the large group mode, where
one teacher faces more than eight students. Most of the
teaching that occurs today is large-group teaching. The HRMC
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combines the microteaching models with the three modes of
classroom operation.
The basic program goals were to teach the human
relations skills to the student teachers and to help the
trainees practice the skills in the one-to-one situation, in
the small-group, and in the large-group. The training process
was to proceed systematically, but it was meant to remain
flexible and related to the individual needs and talents of
each trainee. The three training components of the HRMC which
are related to the modes of classroom operation are called
"phases
.
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THE MODEL
The bEsic component of eEch of the three phsses of
the microtraining model was the "treatment sequence," which
remained fairly constant through the three steps of the total
design. In the treatment sequence, the trainee selected
skills which he wanted to master and practiced them until he
had effectively learned them. The focus of the treatment
procedure is behavior change, and it is not, as Ivey points
out, "concerned with causes of behavior but with teaching the
subject that he can change his behavior if he wishes."
(Ivey, 1969) The treatment procedure consists of five basic
components
.
Figure 1
Treatment Sequence
STEPS:
1 2 3 4 5
This treatment sequence occurs in each of the three ’’Phases"
and every treatment sequence involves a minimum of two taping
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sessions
.
Step 1: Trainees choose the skills that they want to practice.
and set their objectives. Then they are videotaped.
Behavior counts are recorded which indicate talk-tin.e,
open- and closed-ended questions, paraphrases and
reflections-of-feeling.* The supervisor also makes
extra notations when appropriate.
Step 2: Data recorded by the supervisor is shown to the
trainee and the trainee shares his initial reaction
concerning his performance. The videotape is played
back and then observed by the trainee and the super-
visor. Relevant areas are discussed, and certain
parts of the tape may be replayed a number of times
to clarify interesting points.
Step 3: The trainee re-defines his objectives in light of the
videotape feedback and the data collected by the
supervisor. If both the supervisor and the student
teacher are satisfied with the trainee's performance,
the trainee may choose a new skill, or expand on a
skill he already knows. For example, the trainee may
competently demonstrate the skill of asking open-ended
questions in the small-group session. However, he may
ask open-ended questions to only three out of six
students. In this case, he could decide to keep
*An example of a behavior count is in the appendix.
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practicing open-ended questions, but to use them
to involve the other three students in the discussion
Step 4: The trainee is taped for the second time while he
practices the skills and tries to achieve his
ob j ectives
.
Step 5: The videotape- observation and feedback session is
repeated to determine the trainee’s success in
achieving his objectives.
This five-step treatment sequence is the basic component of
each phase of the human relations training. Each phase is
unique in certain respects and fulfills a specific purpose.
The full training program is illustrated on the following
page, in Figure 2.
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The widening of the diagram represents the trainees^
increasing awareness of their present behaviors and of
alternative skills, their increased competence in effectively
using new skills, the movement in training from the one-to-one
situation, to the small-group, and finally to the large-group,
and an increase in the flexibility of the training and the
choices available to trainees as their effectiveness increases
The practical implementation of the HRMC differed in
some significant ways from the model which was originally
created. For example, the initial design for Session II
(the small-group training) was modeled directly after the
microteaching strategy developed by Allen at Stanford.
Because of certain expenses and inconveniences involved
(these are described later)
,
Session II loosely resembled
the mi cr 0 te ach ing format, but actually occurred in the
student teacher's own classrooms with theiT students. Also,
the tape- observe-retape sequences were more disjointed because
they were usually done days, or even weeks apart.
Each phase is described below as it actually happened
and significant changes between the model and the actual
application of the training are explained-
Phase I
The first phase, emphasizing human relations training
in the one-to-one situation, took place in the microtraining
laboratory at the School of Education, University of
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Massachusetts. All of the eight student teachers participating
in the study were present. The author and two other super-
Visors ran the training laboratory. The room measured about
twenty feet by thirty feet and was carpeted. Four cameras
were set up, one facing each corner of the room. Two of the
cameras had cord microphones which could be placed directly
in front of the trainees, and two had microphones in the
cameras themselves. The diagram on the next page. Figure 3,
shows the room arrangement and the necessary equipment.
The session began at 5:00 p.m. with some relaxation
exercises. This took about ten minutes and coffee and cookies
were served for the participants. The supervisors tried to
put the trainees at ease and create a warm and safe atmosphere.
All of the participants had been informally taped
before in the methods class in preparation for their human
relations training, so they were familiar with videotaping
and none of them appeared overly anxious. They were instructed
to find a partner who would be student teaching with them at
the same site next semester.
For the first tape, one person was instructed to
assume the role of "interviewer" or "counselor" and the other
was to be the "subject" or "client." They were told to discuss
a problem, concern or idea which was meaningful to them, but
not necessarily to get overly personal. They were supposed to
continue for five to seven minutes and stop when the supervisor
indicated that the time was up.
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At this point, the trainees went to their corners and
interviewed one another for about five minutes each. They
were videotaped in the process. The supervisors observed the
interviews and operated the cameras. Since there were four
cameras going, one supervisor simply operated two units. The
supervisors each worked with two trainees during the session so
the student teachers got a lot of individual attention. One
supervisor, who was an expert in counseling, guidance and
human relations, supervised the extra two students. After
each trainee had interviewed the other for approximately five
minutes, they were asked to write their reactions to the
interview on separate five
-by-eight reaction cards (see
Appendix B)
. These were collected and there was a short
break
.
After the break, the participants met as a groun and
discussed their interviews and shared their feelings about
the session up to that point. The trainees were then given
short training manuals (see Appendix) which described the
human relations skills and explained the rationale for using
the skills. The trainees studied the manuals for about ten
minutes and a general question and answer period followed.
Exemplary tapes of counselors demonstrating good and bad
human relations skills in real counseling settings were shown
after the discussion of the skills. These videotapes were
developed by Dr. Ivey, and although a few of them v\rere very
good, the trainees were not very interested in them. At this
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point, a supervisor chose a trainee and demonstrated some
good and bad counseling skills in front of the group. The
student teachers liked this very much and seemed to associate
more closely with this spontaneous modeling strategy than with
the videotapes. The trainees then reviewed their first video-
tapes with the supervisors. Afterwards, the interviews were
discussed with the human relations skills in mind. The
student teachers then wrote down their post-observation reac-
tions to their interviews on the same cards that they wrote
their initial reactions on.
After another short break, the trainees were
instructed to repeat the same interview format for the second
taping session. However, they were to choose a skill or a
few skills to practice during the interview. Most of the
students chose to practice simple attending behaviors and
open-ended questions, although a few tried paraphrasing.
After each interview was taped, the cards were passed out
and the trainees wrote their initial responses to the second
taping session. The videotapes were then played back and
analyzed by each group of two interns and a supervisor. The
discussions of the final tapes were long and exciting. The
trainees found that they were able to use the skills
effectively the first time that they tried them and this made
them eager and confident. As the groups finished viewing
their second tapes, the trainees wrote "thought-feeling”
responses about the whole session on their reaction cards and
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handed them in. Thought-feeling responses are meant to
elicit a cognitive and an affective reaction from a person.
These helped the supervisors assess the effectiveness of the
first phase of human relations training.
The students and the supervisors came to the
training session after a full day of work or school. The
session began at five p.m. and did not end until ten p.m.
Everyone was tired at the beginning, but there was a signi-
ficant sense of accomplishment and enthusiasm at the end.
Although the participants were exhausted, all of them felt
that it was worth the time and effort. Trainee responses
are recorded separately in each case study in Chapter Four,
but the final "thought - feel ing” responses for the first phase
of training are listed collectively below:
Thought: "I learned some good methods and some
things about myself.”
Feeling: "A bit tired--but a good way to learn
a thing like this."
Thought: "Excellent session. With at least the
awareness of the basics of interviewing,
I already feel a lot more comfortable.
I am beginning to see the applicability
to the classroom situation."
Feeling: "Real good--very helpful workshop."
Thought: "Glad to have participated. Doing
things is much more effective than
just talking about them."
"Pleased. Had no idea what I was
getting into--lots of things presented
will help me later."
Feeling
:
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Thought: "Things were exaggerated-
-but I
think this may have been necessary so
that we could focus in. Before I
got here I found myself thinking,
"From five o'clock to ten o'clock?
What a chunk!" I don't feel that
way now-
-I think it was worth it."
Feeling: "I feel better about being taped.
This is good."
Thought: "This is very helpful."
Feeling: "Feel great."
Thought: "This was great. Tom is really a
great guy. He sould charge for his
work. To get to know people do this
(or something like it) earlier next
time and you'll build friendships -
-
I think."
Feeling: "Tired, despairing (over school stuff)."
Thought: "Very useful in helping me to concentrate
on specific skills I knew intuitively."
Feeling: "Spaced- out .
"
^Thought: "The session obviously made me aware of
what I've been doing and gave me a goal
in such behavior. It's good to work v;ith
the videotape and also to hear my voice
(sounded pompous sometimes)."
Feeling: "I feel that now I have something toi\rard
which I can work--a good feeling often
not knowing the objectives of this
internship. I also feel that I know
both of you more--I need to know some-
thing of the people who are helping me."
The general concensus was that the training session
was helpful and effective, but the training format could
probably be improved in a few ways.
*This "thought- feeling" response reflects the impression of
a student who did not participate in this particular session.
She agreed to participate in the human relations training after
one of the original eight student teachers dropped out of school
The first phase of her training took place later.
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The microtraining room was too small to accommodate four
videotape units and eleven people. The participants were
crowded and everyone was constantly tripping over equipment.
Cords were strung about the room and they restricted movement.
Furthermore, since the cameras were so close together, the
microphones usually picked up the noise from other interviews
in progress at the same time. Two rooms about twenty feet by
thirty feet or one room considerably larger would have been more
appropriate
.
Data in the form of talk-time and skill counts was
recorded for the trainees during the Phase II and Phase III
taping sessions (see Appendix A). This procedure utilized
the method of recording teacher and student talk-time
developed by Ned Flanders in his work on interaction
analysis. Open- and closed-ended questions were also
recorded along with paraphrases and ref lection- of - feeling
statements. An example of a typical five-minute behavior
count and a typescript of the interaction is included in
Appendix A. This procedure was not used in the Phase I
training session. Phase I may have been more effective if
this data had been made available to the trainees, as it was
in Phases II and III. The supervisors felt initially that
they would be too busy to do behavior counts. They also
wanted to concentrate on using the skills themselves and
keeping the atmosphere comfortable and warm so that the
trainees would feel less anxious about being observed and taped.
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For these reasons, behavior counts were not recorded for
Phase I by the supervisors
.
It is possible that this task would have structured
this introductory session too much and that the supervisors
would have been too busy to collect the data. However, the
author feels that the data would have clarified the interviews
more for the trainees and interpreted their performance in
a more concise manner. There is no way to know whether the
introduction of data in the first phase of training would
be helpful or detrimental until it is tried in a similar
four or five hour session. In a longer session, it would
almost certainly be helpful. The trainees rated the "analysis
of the data" as a very important aspect of their training, and
the author feels that it should be an essential component
of every phase.
Phase II
Phase II was originally supposed to run for two full
days and was to be held in the microtraining laboratory at
the University of Massachusetts. It was modeled after the
micro- teaching format designed by Allen at Stanford. Basically,
the trainees w'ere to teach a minimum of two micro- lessons to
small groups of local high school students while being video-
taped. First, the student teachers were to decide which human
relations skills they wanted to practice. Then, they were
supposed to teach a lesson to about five students while
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practicing the skills. The lesson would be videotaped and
the supervisor would record talk-time and the human relations
skills specified by the trainee. After the lesson the trainee
would observe the videotape with the supervisor and analyze
the data collected in light of his objectives. Then, the
trainee would change his goals or strategies appropriately
and teach the lesson again under the same circumstances as
the first taping. Another post-tape observation and conference
would follow. The student teachers were expected to transfer
their knowledge from the one-to-one setting to the small
group, and also to expand their skill repertoires as they
proceeded.
The first difficulties occurred when the director tried
to schedule two six to eight hour sessions close together.
The student teachers’ classes and the limited availability of
rooms and equipment in the microtraining facility at the
University made it impossible to schedule the sessions.
Either the trainees had classes or other activities scheduled,
or the necessary rooms and equipment were not available.
Getting enough students out of the only high school in the
area to participate in the microtraining was also a problem.
The principal did not want to let the students out of school
for more than a few hours, and even then, only about ten
students volunteered to participate. Since no funds were
available to pay the students, this was understandable. By
the time it was obvious that the sessions could not take
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place as planned, the eight student teachers had only three
weeks before they were to begin their semester long student
teaching experience. They met with the program director and
agreed on an alternative to the original plan for Phase II.
As It turned out, the alternative was probably much more
effective than the original plan would have been.
It was decided that the small-group sessions would
take place in the trainees’ own classrooms during their
student teaching. The sessions were individually scheduled
with each student teacher and they began when the trainee
felt competent and comfortable in the school setting. In
this way
,
the training focused on the real school setting
and curriculum. Every trainee indicated a preference for
being taped in his own class rather than holding the small-
group sessions in an artificial laboratory setting.
The author was able to integrate the human relations
training into his regular supervision. He practiced the human
relations skills himself and informally instructed the trainees
in the skills throughout their student teaching. For example,
the following exchange between the supervisor instructing by
demonstrating a skill.
Trainee: ’’Well, ref lection- of - feeling doesn’t
seem too important; and anyway, it’s
hard to know when to use it."
(obviously unsure of his understanding
of the skill) .
Supervisor: "That makes you feel anxious about trying
it out this time."
79
Trainee
:
(Not recognizing the useby the supervisor) "It's
since I can do the other
feel like I should be abl
one just as easily."
of the skill
just that
skills well,
e to do this
I
Supervisor: "This makes you angry."
point the trainee looked at the supervisor and broke
into a big smile. He continued:
Trainee: "What if I don't .get any paraphrases or
re±lection-of- feelings in this time?"
Supervisor: "That's okay, we can tape another small-group when you think you are ready."
Trainee: "You feel anxious about that possibility."
The supervisor and the trainee looked at each other and
laughed out loud. The trainee practiced the skill on the
supervisor for a few more minutes and then they went to the
trainee s class and taped his second small-group session. He
was then able to demonstrate the skill without too much
difficulty
.
Linda Grant's small-group sessions were fairly typical
and serve as good examples for how this part of the human
relations training was implemented.
Linda's sessions were taped as she discussed some
issues with a small group of her ninth and tenth grade history
students. The whole class had read some articles on urban
problems which she had handed out previously, and she chose
five students (alphabetically) from the class for the
discussion. The class was approximately an hour long.
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The supervisor set up the videotape equipment
beforehand in an empty room across the hall from her class
and arranged six chairs in a semicircle with Linda's chair
directly facing the camera. A space was left open across
from Linda so that nothing would obstruct the camera. Only
chairs and not desks were used, nor was a table used. The
objective was to get every part of each participant in the
picture so that every movement, expression, sound and posture
could be recorded clearly and from the front if possible.
The room arrangement is drawn below:
Figure 3
Small Group - Microteaching Setting
Given the normal time and space limitations, the supervisor
tried to consider the following:
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1. The room should be large enough to allow the
camera to include all of the participants in one wide-angle
shot. This is important because as the supervisor records
behavior, he obviously cannot move the camera around. When
he is going to begin the count he should adjust the lens so
that all participants are within the picture and leave it
there until he finishes
. Linda or any of the students may do
or say something interesting and it should all be on the
tape. Also, the supervisor could not take an accurate behavior
count if he stopped to adjust the camera even a few times.
2. The chairs should be arranged so that each person
is visible to the camera and the trainee should be directly
facing the camera with nothing obscuring any part of him.
His whole posture and all of his gestures and movements should
be visible so that he can study himself fully during the
videotape replay. No table is allowed because it obscures
half of the trainee's body. It may also hinder non-verbal
communication
.
3. The setting should be prepared and the equipment
should be set up before the students enter the room. The
equipment should be as unobtrusive as possible, and room
should be left behind the camera so that students can examine
the equipment and look through the camera quickly and safely
before beginning. This is not typically necessary, but if a
group or class is nervous about being taped or just curious
and distracted by the camera or the supervisor, letting them
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examine the equipment often satisfies their curiosity and
relieves any tension. Some kind and helpful explanation from
the supervisor at this point may also help to set a warmer
atmosphere
.
4. If at all possible the videotape replay, data
analysis and supervision should follow immediately after
the microtraining session. As soon as the session ends,
perceptions and feelings begin to fade, so to be maximally
effective the taping and observation segments must be close
together. After each taping the supervisor should try to
record the trainee’s immediate perceptions to the questions:
a. "How do you feel about the session?"
b. "How did you feel about the skills this time?"
c. "How well did you accomplish your objectives?"
d. "Were you comfortable?"
e. "Were you really conscious of practicing the
skills?"
f. "How do you think the students responded to you?"
These can be compared to post-observation reactions and some
interesting things may be discovered. For example, it was
generally true that the trainees were not able to predict
their success in accomplishing their objectives accurately
at first. However, after about two or three tapings
,
their
post-tape reactions began to match their post-observation
reactions as the trainees became more conscious of their
overall behavior during a taping session.
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Before each session, Linda met with the supervisor
and listed her objectives and the skills which she wanted to
practice. The supervisor then videotaped the lesson for
about thirty minutes and recorded one or two five-minute
behavior counts (see Appendix). The supervisor typically
waited about five minutes to start the behavior count to
allow the trainee time to relax and get the discussion going.
When not counting behaviors, the supervisor would focus the
camera on different students or on the trainee to try to
capture interesting points. For example, one girl in Linda’s
small group discussion dominated the group. She talked most
of the time and interrupted the other students. Linda tried
to achieve a more balanced discussion by attending verbally
and non-verbally to some of the other students who talked
very little. When the talkative girl interrupted another
group member, Linda would maintain eye contact and an open
posture with the student speaking first, and follow up her
statement or response with an open-ended question to maintain
the focus longer on the first speaker. The talkative girl
would get very anxious and animated when Linda did this and
she used different strategies to get Linda’s attention. She
began by simply interrupting. Then she leaned forward in her
chair and bobbed around to try to distract Linda. Next, she
raised her hand and waved it in front of Linda’s face. Finally,
she rapped on her chair and when this did not work she tried
to distract others in the group. The supervisor tried to
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capture as much of this as possible so that the videotape
replay would show such interactions clearly and powerfully.
Linda shared her initial reactions to the lesson
with the supervisor and then he showed her the behavior
counts. Then they observed the videotape of the lesson,
replaying certain parts that were particularly interesting.
Afterwards, Linda filled out a rating sheet to give the
supervisor feedback concerning the effectiveness of the session.
The trainees' reactions to one question for all of the small-
group sessions are indicated below:
*Th is session was
:
Exceptionally helpful 4
Very helpful 4
Helpful 4
Not really helpful 0
Not helpful at all 0
Detrimental 0
Two interns were not taped in the small-group situation.
One, a student teacher in Spanish, did not participate in
the human relations training beyond the first session.
Another decided to skip the small groups and move directly
to the large-group sessions. These two exceptions are
explained further in the individual case studies in Chapter
Four.
Phase III
Phase III of the HRMC emphasized the utilization of
the same human relations skills in large-group instruction.
The group size for these sessions averaged about fifteen
*The numbers represent the number of trainees who checked
each category.
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students and ranged from eight students to over thirty.
Generally, the format for the large-group training
resembled that of the small-groups. However, the large-
group sessions included more factors for the trainees to
deal with.
The physical environment was a major consideration
in the large-group sessions. Obviously, since a larger
number of students were involved than in the small
-groups
,
the physical distance between the trainees and their students
was increased, therefore, attending and listening were more
In most cases, as the distance between people
increases it becomes more difficult to communicate, and to
demonstrate empathy and understanding. Tn the large-group
situations the students are not only farther away, they are
usually seated in rows, with students sitting behind one
another, so interactions are further impeded. As any
experienced teacher knows, if one is seated at the front of
the room, it is difficult or impossible to see about one-
third or one-fourth of the class. So, in Phase III of their
training, the student teachers had to contend with the
increased distance between them and their students as well as
demonstrating the skills while standing up and moving about
the room. One can attend better to individuals in large
groups if one moves close to the person who is talking and
faces him directly. One can see him better and hear him
more clearly, therefore, shouting and talking over other
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people can be minimized.
Most of the interns experienced these difficulties
and all of them complained about their classrooms which were
typically packed with cumbersome desks arranged in straight
rows. Only one of the trainees was able to move around the
room effectively while practicing the skills with large
groups of students. The rest of the student teachers stood
or sat at the front of the room and directed their large-
group discussions from that position. Two trainees arranged
the desks in their rooms in circles, but they still sat at
the front of the room without moving. All of the trainees
except one felt uncomfortable moving freely around the room.
As group size increases, the possible interaction
patterns become more complex. Furthermore, the tendency for
"secondary- group” development increases. For example, the
primary group in a class may be "English students," but the
secondary groups may include: the football players, girl
and boyfriends, class clowns, bored and lost students, etc.
So the large group sessions confronted the trainees with a
much more complex and challenging environment and they had
to use the skills to include a larger number of students with
a wider range of interests, abilities and problems in
classroom environments which seemed to be designed for one-
way communication from the teacher ^ the students.
The effectiveness of large-group work is question-
able for anything beyond lecturing, giving directions and
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showing slides or films. Skills other than those taught in
the HRMC are probably more appropriate in these situations.
Self expression skills, for example, may be more beneficial
for large-group purposes. However, since class sizes remain
large in most schools in the United States, it is likely that
teachers will have to lead discussions, direct group problem-
solving and perform individual tutorial and even counseling
functions in large-group settings for a long time. As long
as this IS the case, teachers need to be skilled in attending,
listening and clarifying as well as self-expression in large
groups so that many students are afforded the opportunity to
share their ideas and feelings in school.
With all of these limitations, the trainees were
able to demonstrate the skills effectively in most cases.
Their enthusiasm increased as their training progressed, and
by the end of Phase III, the trainees were rating these
training sessions higher than their small-group sessions. The
trainees’ ratings for all of the large-group sessions were:
This session was
:
Exceptionally helpful 6
Very helpful 6
Helpful 1
Not really helpful 1
Not helpful at all 0
Detrimental 0
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chapter IV
INTRODUCTION
Chapter four consists of the case studies of the
eight student teachers who participated in the human relations
training. The individual case studies describe the student
teachers and their training. Each case study includes:
a. Focus interview data, including information
on the student teacher's attitudes, self-
concept, personality, and goals.
b. Information regarding the student teaching site
and the trainee's teaching responsibilities.
c. A table which indicates the human relations
data collected during all three phases of
skill training.
d. A short description of each taping session
including the trainee's objectives and the
taping and observation sequences.
e. The trainee's reactions to each session and
to the whole training program.
f. The supervisor's perceptions of the trainee's
performance, attitudes and growth.
The skill tables indicate each trainee's ability to demonstrate
the human relations skills in the three phases of their training.
The tables show trainee talk- time, open and closed-ended
questions, paraphrases and reflection- of - feeling statements.
The other skills were practiced and discussed, but they were
not systematically recorded.
The supervisor recorded the trainee's immediate
reactions following each taped lesson, and after each session,
the student teachers wrote their reactions to the sessions on
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rating sheets. All reactions are included in the case studies.
Each intern was interviewed before the human relations training
began and again at the conclusion of his training. The "focus
interviews" were penetrating and required the trainee to
assess himself and his relationship to his environment in
depth. The interviews were semi-structured and covered broad
areas of interest although educational areas were specifically
dealt with. Questions focused on a trainee's fundamental
abilities, use of his ability in his personal and professional
environment, his attitudes toward himself, future goals, etc.
The tapes were examined with the following factors in
mind:
a. The trainee's ability to see various relation-
ships involved (i.e. school- community)
.
b. Trainee's use of positive, as opposed to
negative or ambivalent self - referents
.
c. Significant changes in trainee's goals, attitudes
or values.
d. Evaluative statements concerning teaching, human
relations, etc.
e. Trainee's statements regarding educational
Phil osophy, curricula and instructional methods.
Significant information from the pre- and post-focus inter-
views is incorporated into each case study.
Although the case studies are similar in format, each
one is unique. The personality, goals and experiences of each
trainee was different, and therefore each person reacted to
and assessed the human relations training differently. For
example, some felt that the human relations training was
the most useful part of their teacher preparation; one
trainee dropped the training after phase one.
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BILL GATES
Bill Gates, 24, was a B. D. I. C. major whose goal
was secondary English teaching. Bill did his student
teaching at Northfield Mount Herman, a large private school
north of Springfield, Massachusetts. Bill’s teaching centered
around two courses: an interdisciplinary course titled
’’Human Issues in the Twentieth Century” for seniors
,
and a
required English course for sophomores which focused on
basic grammar and writing skills as well as the discussion
and analysis of the works of noted writers like Shakespeare.
In the interdisciplinary course Bill was a member of a faculty
team drawn from four departments: English, history, religion
and science. Bill taught at Northfield Mount Herman from
January 4, 1973 to March 4, 1973. Early in March he finished
the remaining portion of his student teaching at South Boston
High School in Boston, Massachusetts. Bill decided that he
wanted a more balanced experience and therefore he went to
Boston to teach in an urban setting.
Bill was a good and gentle man. He cared about
others and was always ready to go out of his way to help
someone out. .Bill was an extremely well balanced and stable
person. He was confident in his abilities and his expectations
were realistic. Bill did not seem to be highly creative,
but he was very open to new ideas and approaches. Bill s
cooperating teacher at Northfield wrote a final evaluation of
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Bill and said: "I „as particularly impressed with his
sense of loyalty and his complete dependability. For
example, when his car broke down in the middle of winter,
he made sure that he still met his obligations, even if it
meant hitchhiking the twenty-five miles in the cold and
dark. If he took on a job, the job was done well and on
time
Bill is older than the other trainees because he
spent three years in the Army before returning to the
university to complete his degree. Bill taught some Admini-
stration courses in the Army and the experience helped him
decide to become a teacher. In his pre-student teaching
interview, Bill indicated that he was very interested in
teaching as a career and he expressed a desire to teach
in the inner-city in Boston. When asked the question,
"What qualities do you possess that will help you to be a
good teacher,” Joe replied: ”I don't feel superior to my
students. This is a big part of teaching. Also, my experi-
ences and my travel in the service."
Phase I
Tape I
Bill was uncomfortable during his first interview,
but he maintained a comfortable posture and good eye contact.
Bill found it difficult to keep the interview going and it
only lasted three minutes and eighteen seconds. Bill leaned
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forward as interviewer and backward as client, a pattern
he repeated in the second session. He seemed to benefit
from looking at the videotape replay and was able to make
observations about himself without appearing nervous.
Although he found the interviewing difficult, Bill was
satisfied with his posture, relaxation and eye contact.
He was eager to move on to more advanced skills. His
reactions immediately after interviewing were:
1. "Felt like I was on trial."
2. "Uncomfortable."
3. "Warm."
4. "Thoughtful."
5. "Foolish."
After reviewing the videotape replay, he wrote:
1. "Seemed calmer as the interviewer than
as the interviewee."
2. "I seemed attentive."
3. "Eye contact seemed good."
Bill talked more than thirty per cent of the time and asked
three open-ended questions out of six (see table below)
.
He
jumped topics too often and the discussion remained fairly
superficial
.
Tape II
The second session went much better, partly because
Bill and his partner agreed on topics before they started.
Bill interviewed Linda Grant about the "Jesus freaks" in her
dormitory who bothered her constantly. Linda was really
"charged-up" about this and the interview went well. Bill
decided to practice the skill of paraphrasing and keep his
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1
talk- time to a minimum.
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The videotape showed that Bill had paraphrased well,
and he had no difficulty keeping the interview going this
time. He talked sixteen per cent of the time, asked three
open-ended questions out of six, and paraphrased six times.
Joe’s paraphrases were good and showed that he was listening
well. Linda perceived some of them as probing questions and
so she kept expressing her feelings easily. Bill seemed
relaxed and confident during the second session and he
enjoyed watching the videotape.
Before watching the videotape replay. Bill wrote the
following reactions to the interview:
1. "I found it difficult to define exactly what
I was trying to say.”
2. ''Too self-conscious of my responses to
interviewee .
”
Bill’s reactions after the interview were:
1. ’’Again, seemed more at ease as interviewer
than interviewee.”
2. ’’Good eye contact.”
3. "Felt I kept the interview going fairly well.”
His "thought-feeling” responses were:
Thought: "Excellent session. With at least the
awareness of the basics of interviewing,
I already feel a lot more comfortable. I
am beginning to see the applicability to
the classroom situation.”
Feeling: "Real good- -Very helpful workshop.”
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Phase II
Tape I
Bill specified some clear objectives for his first
small-group taping. He decided to try a number of skills
and his objectives were:
a. To talk less than thirty per cent of the time.
b. To communicate that I am concentrating on the
students' responses by:
1. Paraphrasing often.
2. Making reflection-of
-feeling responses.
c. To keep the focus on the students' ideas and
feelings by asking at least eighty per cent
open-ended questions.
This session was taped in Bill's sophomore English class with
five of his students. He led a discussion on Shakespeare's
Hamlet . The discussion did not go very well. The students
did not seem interested in the topic and Bill may have tried
to practice too many skills at one time. Bill talked twenty-
six per cent of the time and asked four open-ended questions
out of nine. He did not paraphrase or reflect any feelings.
Bill seemed to get a lot out of the videotape playback,
although he kept thinking of things he would have liked to have
said during the interview. While he was watching the tape, he
remarked, "Well at least they all got a say in." Bill did lead
a balanced discussion although he had a slight tendency to talk
about his ideas more than he had wanted to.^
Bill rated this session as "helpful" and wrote that the
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most useful part of the session for him was "Going over the
videotapes right after the session."
His "thought-feeling" responses for the session
were
:
Thought: "Helpful exercise. Helpful to see myself
on tape practicing certain skills. Also
feedback from the students will give me an
honest appraisal of myself and my goals."
Feeling. "Good-
-pleased for the most part with my
performance. The subject material was
not all that provocative but it makes me
concentrate more on my skills."
Tape II
For his second small-group session, Bill led a
discussion with the same five students from his English
class. He decided to try again to accomplish the objectives
he had set for his first session. The discussion was ex-
cellent and Bill demonstrated the skills superbly. He talked
twenty-four per cent of the time and asked seven open-ended
questions out of ten. He paraphrased twice and made three
reflection- of - feeling statements. Bill felt that he had
done very well and he was anxious to see the videotape
replay
.
The tape was good and Bill was very observant and
animated while watching it. He was obviously pleased with
his performance and he noticed some interesting things on
the tape and pointed these out to the supervisor. For
example, he interrupted a few times and cut some students off.
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and he mentioned he would watch out for that in the future.
On the whole. Bill was very conscious of the skills during
the session and he seemed to be able to use them easily.
Bill rated the session as "exceptionally helpful"
and wrote that the most useful part of the session for him
was "Looking at myself on tape."
His thought-feeling" responses were:
Thought: "Good--the second taping was more beneficial
to me than the first, probably because I
was practicing things that I wasn't
exactly clear on at first. Practicing
them and re-looking at them helped clarify
things in my mind."
Feeling: "Good-
-Now I just have to practice
these skills without actually being
put on the spot."
Tape I
Phase III
Bill's large-group sessions were held at South Boston
High School in Boston, Massachusetts. He taught English to
sophomores and juniors and he was videotaped twice in his
sophomore Enlgish class where thirteen students participated.
His goals for the first session were to keep his talk-time to
a minimum, ask open-ended questions and to practice minimal
encourages and following behavior.
The discussion went well and Bill was very pleased
with his performance. He talked thirty-five per cent of the
time and out of nineteen questions, twelve were open-ended.
He also paraphrased once. The studnets. talked openly and the
discussion was lively. Particularly impressive was the fact
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that Bill included all but one or two of the students in the
discussion
.
Immediately after the lesson, Bill was very pleased
and wrote: "I thought that the students really began to talk
about a major problem in the school: the role of the sub-
stitute teacher. I found myself talking more than I would
have liked, but there were things that I wanted to get across
that weren’t coming through in the discussion. I felt pretty
good about open-ended questions and attending behavior but
not too good in reflection-of-feelings
. It is something I
am going to have to work on."
Bill seemed to benefit greatly from watching the
videotape replay. He noticed that he was nodding, smiling
and using minimal encourages and following behavior more
than he had in any previous session. He rated the session as
"exceptionally helpful" and wrote that the most useful part
of the session for him was "seeing the kids react to me the
way they did."
Bill's "thought-feeling" responses were:
Thought: "I think I achieved what I was trying
to do in the lesson. I got the students
to talk about their feelings."
Feeling: "Good, even better after seeing myself
on tape. Now to keep practicing."
Tape II
The second taping session was held in the same
English class with the same fifteen students. Bill decided
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to concentrate on paraphrasing, open-ended questions and
re£lection-of-feeling. He also wanted to bring his talk-
time down some since he felt that he was imposing his ideas
on the group too often. The topic of the discussion was
’’the rights of students."
This discussion also went very well and Joe was
again very pleased with his performance. It was obvious
that the students liked him and shared their feelings easily
in the group. Bill talked about thirty per cent of the time,
asked eight open-ended questions out of twelve and para-
phrased three times. He seemed more relaxed during this
session than in any other, and he was more animated,
gesturing, nodding, and changing his posture and position
frequently. He noticed while watching the tape that he
leaned forward repeatedly when he became very interested
in the discussion. Bill particularly enjoyed watching the
seriousness of his students toward the topic. This was
plainly evident on the videotape. Bill's host teacher was
also pleasantly surprised because he had described this class
as "uncommunicative."
Bill rated this session as "exceptionally helpful"
and wrote that the most useful part of the session for him
was "working in the two different environments and comparing
the videotapes."
Bill's "chought-feeling" responses were:
Thought: "Well, not good at reflection- of- feelings ,
but I do pretty good without it."
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Feeling: "Weary, but completely satisfied with
iny progress so far. Now to keep myselffrom getting in a rut."
Bill indicated a strong interest in teaching as a
profession in his pre- and post-focus interviews. He felt
confident that he would get a job teaching English, and
he was confident that he would be a good teacher. All of
Bill s self
-referents were strong and positive. He felt
that his student teaching experience was valuable and
stated: "I'm really beginning to see myself grow out of
my dual experience this semester. I'm glad that I had the
chance to work in two schools."
Bill enthusiastically endorsed his human relations
training and claimed that he consciously used the skills
inside the classroom and in his personal life. He felt that
the videotape replays were an essential part of his training
and he enjoyed watching parts of his tapes two or three times.
Bill successfully mastered all of the skills except
reflection- of- feeling and he was able to establish and main-
tain a warm and open atmosphere for sharing in his classes.
Bill's students rated him fairly high and his easy, low-key
manner seemed to motivate the more quiet students to share
their ideas and feelings.
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LINDA GRANT
Linda Grant, 20, was a second-semester senior and
Political Science major. She graduated from high school in
three years and received good grades in college earning a
3.6 cumulative average on a four point scale. Linda par-
ticipated as a student teacher in two courses while at
Northfield Mount Herman School; an interdisciplinary
Human Issues course and a History course which highlighted
certain areas during the year. "Urban Problems" was the
title of one unit Linda organized. Before being placed,
Linda expressed an interest in teaching any social studies
but was primarily interested in Government and Economics.
Linda was a very sensitive, likeable and open person.
She had a warm and generous personality and her smile, facial
expressions and gestures communicated her friendliness and
caring. Linda, more than any of the other interns, demon-
strated sensitivity to her individual students.
In her planning sessions and conversations, she would
typically emphasize certain students who weren’t involved
or who dominated in the class and actively geared her
instructional strategies toward balanced and open class
interaction. Her excitement at successfully helping students,
even in the smallest ways, indicated her high interest in the
welfare of her students. One night she called the author and
talked for an hour about a class in which she was able to
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involve some students who were typically quiet and withdrawn.
Linda had a way of making her students feel respected and
more confident in their classroom dialogue. The author
attributes this to her skillful listerning and attending
skills
.
A person’s greatest strength is often her greatest
weakness also. Linda was somewhat nervous and lacked self-
confidence. She had the tendency to feel awkward and
defensive when she thought she was being criticized, and
demonstrated consistent discomfort (although great pleasure
also) when complimented or praised. She would often act as
though she didn't feel like she deserved the compliments or
expressions of work well done.
Linda was both warm and fun- loving, and tense and
nervous simultaneously. However, she was not afraid to try
out new skills in the classroom, and she actually volunteered
to be videotaped first in the classroom situation. Linda
earned money by lugging her guitar around to local bars and
singing songs. After singing a few songs, she would pass
around a hat for tips. She claims that she averaged forty
dollars per night. Linda worked her way through college
this way. This is one example of her independent and strong
nature. Linda commanded the respect of the students and was
not bothered by classroom control problems. Her students
liked her and met her often after class for both academic
and informal discussions.
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Phase I
Tape 1
Linda was uncomfortable during the first taping, and
she had difficulty thinking of things to say. As the chart
indicates (see below), she talked almost forty per cent of
the time. She was unable to keep the session going for
the full five minutes, and her closed-ended questions
exceeded her open-ended ones by fifty per cent. However,
Linda maintained relaxed posture and demonstrated good eye
contact
.
Linda seemed to benefit from looking at the videotape
replay and was able to make observations about herself
without appearing nervous. She said that she found the
interviewing difficult, but was eager to try again. She
agreed with her partner (Bill Gates) to choose a specific
topic for discussion before starting the second taping.
Linda’s reactions to the first interview before
reviewing it were:
1. "Scared."
2. "Better as we went along."
3. "Stupid."
4. "Cold hands."
After viewing the tape she wrote:
1. "Too relaxed" (posture).
2. "Phony."
3. "Good eye- contact .
"
4. "Felt uncomfortable with topic; found it hard
to come up with questions " (author's underlining)
.
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Tape 2
For the second interview, Linda decided to talk less
and practice the skill of asking open-ended questions. She
interviewed Bill about his teaching plans and his upcoming
student teaching experience, focusing primarily on racial
issues in the Boston schools since that is where Bill
eventually wanted to teach.
Linda cut her talk time by over fifty per cent and
asked a combination of simple-factual and open-ended questions.
As her chart indicates, she asked many more questions and
also asked more than twice the percentage of open-ended
questions than she did in the previous interview. As an
added bonus, she also paraphrased twice. This time, Linda
had no trouble directing the interview for over five minutes.
Linda maintained an open and relaxed posture and continued
good eye-contact during the second interview.
Linda seemed happy with her performance, but said
that she would like to be able to think of good questions
more easily. She had no reaction immediately after the
second interview, but after viewing the tape she wrote:
1. "I found myself pausing so that Bill could
get things in.”
2. "I liked the topic; it was relevant to me.”
3. "Felt better about being taped.”
On the whole, Linda felt very conscious of trying to think
of open-ended questions during this session and also was
aware of her efforts to not interrupt Bill. The supervisor
felt that Linda would master these skills easily with some
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more practice.
Linda wrote the following reactions to the first
training session:
Thought: "Things were exaggerated but I think
this may have been necessary so that
we could focus in. Before I got here
I found myself thinking "five o'clock
to ten o' clock?--what a chunk!" I
t feel that way now. I think it
was worth it."
Feeling: "I feel better about being taped-
-
this is good."
Phase II
Tape 1
first, Linda did not want to commit herself to
practicing any particular skill during her first small group
taping. She said, "I just want to be taped and get feedback;
after I feel more comfortable, I will practice some specific
skills." However, by the end of the planning session she
said that she would try to ask as many open-ended questions
as she could. Her primary concern was whether she could
direct the small group discussion for fifteen minutes.
Linda was taped directing a group of five ninth and
tenth grade students from her History course. She led an
interesting discussion and seemed very excited at the con-
clusion. She was eager to view the tape and see the data
taken by the supervisor.
Linda was able to hold her talk-time to sixteen per
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cent and of nine questions, five were open-ended. She
appeared very relaxed and used eye-contact and open posture
very well to help control the discussion. For example,
one girl who typically dominated the class continuously
tried to interrupt other students. When the girl would
interrupt, Linda maintained eye-contact with the person who
was talking first, and kept an open body position by facing
her squarely and not turning to the girl who interrupted.
In this way, she was able to involve each person in the
discussion, and allow them enough time to elaborate on
their initial comments without being cut off prematurely.
Furthermore, Linda's minimal encourages, especially her
smile and head nods, were pronounced and seemed to be very
effective
.
Linda rated this taping as "exceptionally helpful"
and wrote that the most useful part of the session was
"seeing the playback and actually seeing where and how the
skills might be used and how I myself w^as able to use them."
Her thought-feeling responses were:
Thought: "Really helpful--! now realize that
some of the skills can be done without
really "thinking" about them--if you
perceive students as human beings with
thoughts and feelings as or more
important than mine."
Feeling: "I feel good, more self-confident.
I also think those five students felt
good too; which I feel is an important
part of my feeling."
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Tape 2
Linda set some firm objectives for this taping. The
skills she wanted to practice were asking open-ended questions
paraphrasing and reflections of feeling. Her goal was to
...keep the discussion going by asking open-
ended questions and to try to get feelings
into the discussion by utilizing reflection-
of-feeling statements. Also to paraphrase
when possible to clarify or demonstrate my
understanding of what they are saying.”
Again, Linda had an excellent discussion with the same
group of students she used for her former small-group
tape. She talked very little, asked mostly open-ended
questions, paraphrased twice, and made one reflection-of-
feeling statement. She also demonstrated excellent posture,
eye-contact and minimal encourages. She fulfilled all of
her objectives and was again very pleased with herself.
Linda rated this session as "very helpful” and
wrote that the most useful part of the session was:
"The playback-- it made me quite aware of non-
verbal skills and how they can be used.”
Her thought- fee ling responses were:
Thought: "Felt better after seeing the tape
than while doing it--it’s easy to
see how powerful these skills really
are . ”
Feeling: "Feel encouraged- -maybe I can be a
meaningful teacher.”
Generally, this session was very successful, and afterwards
Linda seemed more relaxed and sure of herself. She became
very confident in setting her objectives related to the
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human relations skills and appeared sure that she could
accomplish them. This was a distinct shift from the
planning session before her first small-group taping where
she avoided committing herself to any goals.
Phase III
Tape 1
For her first large-group tape, Linda's goals were
to ask mostly open-ended questions except when clarifying
responses seemed appropriate; to use her talk-time solely
for the purpose of questioning and clarifying; to talk as
little as possible and at the same time demonstrate some
paraphrasing and reflections - of- feeling
. Furthermore, she
was anxious to see whether she could actively utilize her
following behavior and minimal encourages with the large
group.
The class she taught was an early morning ninth and
tenth grade History course with fifteen students. This
first large-group lesson was very successful, and Linda
was again very pleased with her teaching. She was now
conscious enough of her behavior during her teaching to
realize that she had accomplished her objectives. She
appeared very cheerful and confident as she viewed her
tape
.
During this lesson, Linda talked only ten per cent of
the time and asked mostly open-ended questions. She had
two paraphrases and made one reflection-of -feeling. Linda
Ill
maintained the topic focus on the students well and her
minimal encourages and following behavior were good.
However, she seemed a little nervous at time and sat on
the desk during the whole lesson. This, along with the
fact that the chairs in the classroom were in straight
rows, cut down somewhat on her ability to attend to a
larger number of students. Basically, five or six
students dominated and an "outer fringe" to the sides and
the back were not involved. In short, she achieved her
objectives superbly, but they were really effective with
only one-third to one-half of the class. Linda also said
that she didn't know some of the students' names, and this
hindered her interaction. Linda rated this taping as
exceptionally helpful” and wrote that the most useful
part of the session was:
''Playback-
- seeing how a teacher can exclude
and include students in the discussion.”
In her thought- feel ing response she said:
Thought: ”I think it was a good session and
things went pretty much the way I
wanted them to go- -in that I wanted
to, and did, attend to those students
not usually attended to.”
Feeling: "Great! Maybe I can deal with a full
class and make it work.”
Linda acted somewhat threatened when the supervisor asked
her if she would feel as comfortable moving around the room,
so the subject was dropped until the next planning session.
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Tape 2
The second large-group lesson was similar to most of
the others in that Linda accomplished her goals without
too much difficulty. Her major objective during this
session was to demonstrate the use of the skills, which
she thought were getting pretty easy to do, with a larger
number of students in the class. Typically, the class was
dominated almost totally by three students. By the end of
her first large-group session, she could involve about five
to eight students in the discussion for an extended period.
Now, she wanted to reach out to more of the students and try
to establish an even more balanced interaction pattern.
Linda's talk-time was again very low, and she asked
mostly open-ended questions. She wasn't able to paraphrase
at all or make any ref lection- of - feeling statements, and
she attributed this to her having to concentrate on in-
volving more of the class. She succeeded in involving about
ten to twelve students this time and the tempo and interest
in the discussion was notably higher than in her previous
classes
.
Unfortunately, the videotape button was on "monitor"
instead of "camera," so that no tape was available for
review. However, the supervisor had taken extensive notes
and Linda was able to easily remember her situation so the
review session was still very involved and seemingly
beneficial
.
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Linda rated this session as "very helpful" and claimed
that the most useful part of the session for her was
Suggestions given for more total participation of the class
and increased confidence on the part of the students."
Her thought - feel ing responses were:
Thought: "I think a teacher fails if she
allows the class to be dominated
by two or three students -
-she is
cheating everyone-
- including herself."
Feeling: "I feel good about the class--
more people talked than usually-
-
I saw more confidence on the part
of the students that usually show
little .
"
At this point, the supervisor felt that Linda was
really enjoying the benefits that can occur when a teacher
skillfully "gets out of the way" of students who are
dealing with important issues. As Linda became more skilled
at withholding her own opinions and conversation and in-
volving more students, the class became more open, animated,
and involved in discussions. Linda's host teacher remarked
favorably on the change in the class and openly stated that
she was trying some of the skills herself.
The students in both the small and the large groups
rated Linda very high. There were almost no negative ratings
or written comments, and a typical statement was: "I think
this teacher is really good and makes learning interesting."
In her pre-student teaching interview, Linda commented
often on her excitement about teaching as a profession.
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However, she was apprehensive and unsure of her abilities.
Her self-referents were generally positive but subdued
and infrequent. When asked whether she thought that she
would be successful in her student teaching, she avoided
committing herself and changed the subject twice.
In her post-student teaching interview Linda was
much more confident and aggressive. However, she felt that
her former interest in teaching was changing fast, and she
indicated a strong interest in becoming a lawyer. She said
that she had applied to a number of law schools and had
already received a few rejections. She was still confident
that one would accept her soon. Her self-referents were
very positive and frequent. In answer to the question
"IVhat was the major thing that you learned during your
student teaching?” she stated:
"The most rewarding thing is to let people
learn for themselves; not just stand up there
and say, ’This is how it is!’, but to let them
find out for themselves. The role of the
teacher is not to know everything. I think the
teacher should be a facilitator."
Linda made the following statements concerning her
total human relations training sequence:
think that this was a lot more rigorous
(than other aspects of her teacher preparation)
...the taping sessions were really helpful.
It has made me more conscious when I’m talking
to people in school and at home; not putting
words in their mouth, but letting them come up
with their own thoughts. Without the training
I don’t feel that I would have been that con-
scious about incorporating it (human relations)
in the class. I found the skills really easy to
U^os ome of these natural ly with my
^ consider a cla<^<^-
I^QJL^^!^s_ju studentr~57nT
funderlining byThe author)
116
DONALD LOCK
Donald Lock, 21, was a second-semester senior and
B. D. I. C. major who sought secondary certification in
English. He admitted that he had experienced many
difficulties during high school and he stated continuously
during his teacher preparation that his present experiences
and future goals were ambiguous.
Don was honest and open, and the author got the
impression that Don seldom stretched the truth or said
things just because he thought other people wanted to
hear them. Although Don decided not to become a teacher,
he saw his experience as rewarding.
While in Temple City Don taught two English classes
at the junior high level. He also taught some electives
like "bicycle repair and safety," but his favorite course
was judo. Don was a black-belt judo expert and a former
New England champion. He developed a course which emphasized
the philosophy as well as the physical aspects of judo.
Don was easygoing and able to analyze his situation
and feelings very realistically and honestly. He was
discouraged with his student teaching experience generally,
and tended to refer to his students as "slow" or the "low
class." Don wanted to be humanistic in his orientation when
he began, so he did not set any initial parameters for his
students. As a result, both of his classes were very
chaotic and unable to accomplish any tasks. At times they
117
simply ignored Don altogether and this disillusioned him.
He vascillated between a laissez-faire style and a stern
and threatening method of classroom control.
At the same time, Don was sensitive and fair with
his students. However, since he demonstrated early that he
was seldom consistent in his classroom planning and control,
most of the children took advantage of him. Don tried to
correct this later in the semester, but even then he was
unable to follow through when he decided on some form of
discipline
.
>
-^i^hough Don had some success with a few ''values
clarification" exercises he developed, and was very pleased
when his students responded positively, his major success
was his judo course. In judo, he appeared confident and
demonstrated many teaching skills which were absent in his
other classes. For example, Don set firm parameters on
the use of judo outside of his course. He cautioned at the
very beginning that judo was a physical and mental process,
and not a tool to be used against other human beings. He
stressed respect and gentleness. At the beginning, he
excused students immediately who wanted to use judo on
other students. This class was orderly and very exciting.
The teachers and the principal rated the judo course as the
most popular in the school.
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Phase I
Tape 1
Don was nervous during his first taping and he
talked over fifty per cent of the time. Nine out of ten
of his questions were closed-ended, and his verbal following
behavior was minimal (see below)
. He maintained a relaxed
posture, and his eye~contact was fairly good. Don inter”
viewed Debbie Douglass, who was a quiet and shy_ person, and
her short responses contributed to his above-average talk-
time
.
Don was eager to see the videotape replay and his
reactions before viewing the tape were:
1. "The tape should be wild. I know I was
aware of it- - self- conscious . I was
pulling my socks up a lot."
2. "I do not feel threatened as suggested."
3. "I'm curious about this process."
4. "I can't think of anything else right now."
After viewing the tape he wrote:
"In interviewing, Debbie's answers were short. In
reaction to that, I began asking longer questions."
Tape 2
R)r the second interview, Don decided to concentrate
on talking less and asking open-ended questions. He also
wanted to try to paraphrase if he could remain conscious
of the skill during the interview. He seemed confident that
BEHAVIOR
COUNT
DATA
FOR
DON
LOCK
FOR
THE
THREE
TRAINING
PHASES
119
CM
a O o\® o\o o\<»
t-( 3 a CO CO
•-I o cd K>
'S' CM
KH p a
C3
O
tA <U rH
Cd 60
-p p o o\= o'J>a cd a rH o cn
1-4 cd LOH
CM
a to
p <u d> oNO o\o cKOH O 60 a C7^ o rH
1—
1 P Cd cd CM 6-
C5 +-> H
O P
t/) rH CD
Cd rH U rHX Cd P
a e <D (D o\o o\o «CP
in a a OO O VO
cd rf CO rH
E-
*
4C
CM
<u
p 0 o\o o\o e^,«
hH O a CM C'i CT>
1 cd (M VO
Ci o H
t/5 +J
Cd 1 K
X (D rH
a c
o 0 eJP o\® Svo
a rH tM
cd LO •rr
E-
rH rH pd
Cd Cd P PH H p o
•iH
p +J 0 to
0 P o p
-d 0 p at
u ^3 0 p
cd P rH O
0 +H •H CJ
H CO CO
C
o to
•iH 0
M to *H
O •H p
cd to o
Jh X 60
0 rH 0
Cd -M
c p p
HH rt o
o\o
CO o O
VO CO
o\o
O O o O
LO LO
+-»
P
P
o
u
eNP <#P
CO r-- X o O
'd* LO o
p
0
p
cy
0
oVO o\o p
o O a o o
CO
o\a o\o
CM 00 rH o
vO CO
o\® oV®O o O o
rH CTi
'P
0 to A 60
^3 T3 0 P P
0 P P P p O *rH
T3 O 0 O p •iH rH
P -H 1 tH M +-> 0
0 +-> T3 -P -P U 0
1 to 0 A a 0 a
p 0 A 0 p a
0 p O P 5h a a
acD- rH O' P 0 o
o CJ a a
A
to 0 0
4h P > •H
O O •H
•H +J o
lA +-> o 60
0 to 0 0
a 0 a a
>N P 4H p
H P < tj
c +->
C
e <D
+-> E
+->
a>
>H <U
+->w ^
<U
>H Jh
O <D
M-i +J
<U 4-1
X> C«
TJ t3
0) (U
t3 t3
fi Jh
o o
u o
<U <D
V) V)
c3 aJ
:s !2
rH (NI
<D CD
P. P.
rt c3
H H
•K *
120
he could achieve this.
Don was successful. He cut his talk-time to
twenty-two per cent, and over sixty per cent of his questions
(thirteen) were open-ended. He also paraphrased once.
However, after the interview but before running the tape,
he expressed disappointment with his performance. He felt
that the interview went badly and thought that he had
done most of the talking. His post-interview reactions
are revealing:
1. "I knew what to do but it was difficult.”
2. 'The subject was in no mood for theinterview.
”
3. "I started doing most of the talking.”
4. "I think a different subject preferably
from outside of this class would have
been better.”
5. "I felt better with the first interview.”
After viewing the tape Don felt much better about his
performance and accepted his partner's reaction more fairly.
During the second interview Don was very conscious of
trying to use the skills and felt that they were difficult
to implement. He continued to feel that the skills were
difficult in his other sessions, and by the third phase
he stated openly that the human relations training was not
very valuable to him.
Don wrote the following reactions to the first
training session:
121
Thought: ”I learned some good methods and
some things about myself.”
Feeling; "A bit tired; but a good way tolearn a thing like this.”
Phase II
Tape 1
For his first small-group taping, Don wanted to keep
his talk- time down by focusing on the student’s responses,
and to ask mostly open-ended questions. Since he was
having serious classroom control problems he was not very
confident that he would achieve his goals. The taping was
done in a seventh grade English class with seven students.
The class was chaotic and Bill thought the lesson
went badly. He felt that the students did not take the
lesson seriously. Three of the seven students did play
around much of the time and ignored Don. Of the twenty- five
minute period, Don was able to generate a discussion for
about eight minutes. For five of these minutes, he talked
about fifty per cent of the time while the students talked
only thirty-six per cent of the time. Of course, half of
the students were talking most of the time, but not- about
the lesson. Don was able to ask over eighty per cent open-
ended questions, but given the classroom situation, they
were not effective in helping him to reach his objectives.
Don was discouraged before viewing the videotape replay and
felt that the taping had been a waste of time.
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After viewing the tape Don felt a little better. He
noticed that four of the students were involved in the
lesson and he realized that he attended to the disruptive
Students most of the time.
Don rated the taping sessions as "helpful" and wrote
that the most useful part of the session for him was:
’’Talking and reviewing the videotapes. I didn’t realize how
many were working."
His thought- feeling responses were:
Thought: "I think that I missed a lot that I
did in the class. The videotape replay
helped. I paid too much attention to the
loud people."
Feeling: "I've got a headache. I don't dig
teaching people who don’t v;ant to
be there in the class."
At this point the supervisor concentrated on helping Don
solve some of his lesson planning and classroom control
problems. Consequently, the human relations training was
not emphasized as much as it was with the other student
teachers
.
Tape 2
Don set the same goals for this session that he did
for the first small-group taping. With his classroom control
problems, he did not wish to try to deal with more skills.
He felt that he had his hands full just trying to implement
a simple lesson. Don set up some appropriate guidelines for
his students and assured them that he would follow through
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with disciplinary action if they failed to abide by the
new rules.
The lesson focused on a short film which the class
watched and then discussed. The lesson was moderately
successful, and a genuine discussion occurred. Don was
able to hold his talk-time to under thirty per cent with
very little silence or confusion. His inability to ask a
majority of open-ended questions was overshadowed by his
success in motivating most of the students to participate
in the discussion.
Don rated this session as "helpful” and claimed that
the most useful part of the session for him was "Telling Bob
(the author) afterwards how I felt about this place and my
classes .
"
Don’s thought- feeling responses were:
Thought: "The first class really dug the films.
It is one of the few things they pay
attention to. As for meaning
,
the first
’ class grabbed it. The second class was
too involved in seeing the second film.
I also think that the students felt in-
hibited by the videotape."
Feeling: "I feel pretty good today. These two
classes make me too anxious. They
liked the film and I liked that. They
don't like thinking or analyzing in
class. They are much sharper than you
expect in class; that is they function
with all their facilities outside of a
class. Inside of class they turn off.
Sometimes, I feel like I’m playing games."
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Phase III
Tape 1
The first large-group tape was done in a seventh grade
English class with twelve students. Don had taught this
class for about six weeks and it was also very chaotic.
His goals remained talk-time and open-ended questions
and he was even less confident with this class than with
the smaller class. The lesson centered on a vlues clarifi-
cation exercise and the students enjoyed doing it. Involve-
ment and interest were high, but the class was often
interrupted again by disruptive students.
Don talked over fifty per cent of the time and asked
seven open-ended questions out of fourteen. If the class
had not been interrupted so frequently, it would have
been an effective lesson.
By this time Don felt that the videotape equipment
was helping to disrupt the class and he revealed that he
really didn't feel that it was helping him much. He felt
what he really needed was some effective and practical
lessons to interest his students.
Don rated this taping session as "helpful" although
the supervisor felt that he was being gracious. The
supervisor was spending a lot of time with Don at this
point helping him to develop some good lessons and also
attending to his emotional needs. The supervisor felt that
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the "helpful" rating was more in appreciation for those
efforts, and did not really indicate support of the human
relations training. Don did not fill out a thought- feeling
response for this taping session.
Tape 2
For this session, Don did another values lesson and
he concentrated on the same goals he had set on previous
sessions. The same classroom control pattern was repeated.
Don talked about thirty-five per cent of the time with
almost twenty-five per cent silence or confusion (mostly
confusion)
. He did ask a high percentage of open-ended
questions, but since the class was so chaotic, no real
discussion took place.
After the post-tape conference with the supervisor,
Don rated the session as "not really helpful." He claimed
again that the relationship with the supervisor was the
most important part of the session and indicated that with
his curriculum and control problems, the human relations
training was secondary. The supervisor felt that if Don
could have solved some of his other teaching problems, he
would have performed much better with the human relations
skills .
A variety of opinions was expressed when the students
rated Don. Generally, the balance was favorable, but about
one-third of the students in both of his classes marked
negative responses. For example, in response to the statement
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, in cffsci" 111C+' •- Q 1 1 1 •, -Lii errect, just telling us his opinions
and ideas" the students marked:
a. Nearly always
b. Usually
c. Sometimes
d. Seldom
e. Never
f. Not applicable
3
ir
Don was sensitive and understanding during his
student teaching. However, he openly admitted that he lacked
commitment and that he didn't feel that he could be a
teacher. He was not enthusiastic about the human relations
training in his post-student teaching interview. He said,
'’I will use them (human relations skills) more than other
people should use them, but just because the kids that I
have happen to be slow-
-not slow--they just have problems
in relating to other people and relating to themselves.
In general, I think they (skills) are good."
When asked about what he had learned that was most
important during his student teaching Don remarked;
"School doesn't shape the community, the
community shapes the school. That is so true!
I wouldn't have believed that four montFs
ago. I didn't realize the political connections
between the school and the community. I felt
they were both autonomous, or separate from
one antoher. That's one thing that I really
learned- -it really struck home."
In answer to the question "Do you think now that you can
be a change agent?" he replied "No, surely not."
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DAVE SACKS
Dave Sacks, 21, was a B. D. I. C. major whose
individual concentration was Natural Science and Sociology.
He wanted to teach any natural science, specifically within
the framework of ecology. Dave student- taught at the North-
field Mount Herman School. He participated in two courses
at Northfield: a model interdisciplinary Environmental
Studies course and a fairly traditional Biology course.
The ages of his students ranged from sixteen to eighteen.
Dave was also a media specialist and directed the
WTOY student videotape program at the University of
Massachusetts. Through this program Dave taught two
three-credit courses for undergraduates at the University
before student teaching. He felt that this experience
helped him to feel more comfortable in front of groups, but
thought that, due to the technical nature of the instruction,
the experience did not really prepare him very well for his
student teaching.
Dave was a quiet but confident and competent intern
who was respected highly by the teachers he worked with as
well as the students. He planned his work thoroughly and
was generally receptive to the individual needs of his
students. He appeared comfortable and relaxed from the start
of his student teaching and did not seem to be anxious eitaer
about teaching or about practicing new skills while being
videotaped
.
128
Dave's self-confidence, openness and willingness
to try new behaviors while being taped and observed by the
supervisor seemed indicative of his positive self-concept.
His positive self- referents during our initital interview
and his general eagerness to begin teaching in a challenging
setting supports this.
Dave observed his cooperating teacher (Julie Nelson)
a few times the semester before he interned. He liked her
and perceived her as an effective teacher. They developed
a good relationship which became an important aspect of
Dave's experience. Dave perceived her as knowledgeable,
well organized and very helpful both personally and
professionally
.
Dave was very intelligent. He knew his subject areas
well and he was creative in his lesson planning. Most of
the classroom activities that he planned were closely linked
to experiences outside of the classroom. For example,
when he developed a unit on energy, he included one
field trip to a nuclear electric plant and one to a hydro-
electric plant. During his unit on "consumer protection"
his students went to the local supermarkets and gathered a
variety of information. They developed an excellent
information pamphlet which was as carefully written as one
that professionals might create. Dave was well organized
and careful in his planning. He was always prepared for
his week of classes well in advance.
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The students liked and respected Dave. He was fair
and had no classroom control problems. He worked with two
teachers in the interdisciplinary course and they functioned
well as a team. Julie Nelson, his host teacher, mentioned
seriously that she would investigate the possibility of
getting Dave a job at Northfield because she enjoyed working
with him so much.
Phase I
Tape 1
Dave was very uncomfortable during the first inter-
view. He talked only twenty per cent of the time (see
below) but was unable to carry on the interview beyond three
and one-half minutes . Only two out of nine questions were
open-ended, and he switched topics a number of times. He
maintained a relaxed posture but his eye-contact was
infrequent. Dave used humor often to dispell his anxiety,
and he looked at the floor quite a bit.
Before viewing the videotape replay his written
reactions to the interview were:
1. ’*My ’interviewee’ acted differently from
when he was interviewer."
2. "The interview seemed somewhat forced."
3. "Questions had no real reasons for being
asked- -any questions would do as long as we
talked."
After viewing the tape, he noted:
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1. "Noticed how closed and uncomfortable with
the conversation I seemed to be.”
2. "Also, I noticed how I reacted to him and
he to me in the interview.”
Tape 2
After viewing the first tape, Dave decided to ask as
many open-ended questions as possible, practice good eye-
contact, and attempt to relax and maintain the topic focus
on his partner by not changing the subject.
Dave's talk-time was low, similar to his first interview.
He asked more questions this time and seventy-five per
cent were open-ended. He appeared very relaxed and his
eye-contact was excellent. He demonstrated many head nods
and minimal verbal responses like ”0.K.,” and ”Uh-Uh.”
He took his time and concentrated on the direction of the
interview which accounts for the increased silence and
confusion. Also Dave did not change the topic this time.
However, he was only able to lead the interview for four
minutes
.
While he had no immediate reaction after the second
interview, after viewing the tape he wrote:
1. "Very relaxed and informal this time."
2. "Good eye - contact .
"
3. "Better body posture."
4. "Better quest ions -- in general."
5. "I thought it went well."
Generally, Dave was pleased with his ability to demonstrate
the skills, and he appeared very interested in seeing him-
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self on tape. He wrote the following reactions to the first
training session:
Thought: "This was very helpful.'*
Feeling: "I feel great."
Phase II
Tape 1
For his first small-group taping session, Dave decided
to concentrate on reducing his teacher talk-time, asking
open-ended questions and utilizing minimal encourages.
He said that he would be satisfied if he talked about
twenty per cent of the time and asked a majority of open-
ended questions. Dave was taped directing a group of four
juniors and seniors in his Environmental Studies course.
At the beginning, Dave suggested that we remove the table
around which classroom discussions were typically held.
He felt that this would increase his effectiveness. This
suggestion turned out to be so successful that the super-
visor suggested the idea to all of the other interns for
their taping sessions.
Dave achieved his objectives superbly. He talked only
fifteen per cent of the time and all of his questions were
open-ended. His posture was open and relaxed, and his eye-
contact was varied but direct. Dave focused totally on zhe
ideas of his students and he refrained from imposing his
opinions on them.
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After the discussion but before viewing the tape he
stated:
"It went very well. I felt comfortable and
relaxed. It was an excellent discussion.”
Dave was very pleased with the discussion and was
anxious to see the tapes. During the review of the tape
Dave played back portions of it two or three times and
appeared to profit from observing himself as he used the
skills
.
Julie Nelson, Dave's host teacher, observed the
videotape playback and admitted that she was impressed
with Dave's ability to direct a discussion. She revealed to
the supervisor that her discussions were not good, and
expressed a strong interest in trying out the skills and
being videotaped. The supervisor agreed and Julie was
taped the next day. She practiced the same skills that Dave
demonstrated and she was very pleased with the results.
Julie was very impressed and she and Dave used a full week
the next semester to teach the human relations skills to
their classes .
Dave rated the session as "very helpful" and he wrote
that the most^ useful part of the session for him was:
"Seeing myself function in the classroom and
getting a good idea of how effective I can be."
His thought- feeling responses were:
Thought: "I was surprised to see how often I
was already using these skills."
Feeling
:
I felt good about it. Things went
well.
Tape 2
This taping was held with a different group of student
in the same Environmental Studies course. Five students
were present, and Dave set the following objectives:
1. To talk less than twenty-five per cent of
the time.
2. To ask fewer than three or four questions.
These questions will be open-ended.
3. To paraphrase and make reflection-of- feeling
statements when appropriate.
4. To utilize minimal encourages to keep the
discussion going.
The students for this taping w^ere very conscious of
the camera and Dave felt that this ruined his concentration.
However, he still achieved his objectives. He only talked
nine per cent of the time and two out of the three questions
he asked were open-ended. He paraphrased and used one
reflection- of- feeling statement. Dave's posture and eye-
contact were excellent, and he succeeded in utilizing
minimal encourages effectively. The discussion was animated
and interesting although it was not as serious as the first
small-group taping.
Dave rated this taping session as "very helpful" and
wrote that the nost useful part of the session for him was
"being able to hold back and be aware of when to do it and
when not to."
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His thought - feel ing responses were:
Thought: ’’Well, not enough openings for
feelings and too many interruptions.
The group didn't really concentrate.
I couldn't recognize feeling indicators.
The kids attended to the camera.
Feeling: "Confident."
Phase III
Tape 1
For his first large-group tape, Dave's goals were to
simply keep his talk-time below twenty per cent and to
ask as many open-ended questions as possible. He was
going to try to include as many people in the group as
possible in the discussion.
This taping session occurred in the Environmental
Studies course with approximately thirteen juniors and
seniors
.
The session was successful in that Dave was able to
keep his talk-time down to an impressive nine per cent, and
ask five open-ended questions out of six. However, his
verbal following behavior was minimal and his eye-contact
was not constant. Also, the discussion was superficial
and disjointed. Three factors which could have been dealt
with at the beginning of the session contributed to this.
First, Dave decided to leave the tables which he had insisted
on removing for his small-group tapings . This separated the
participants significantly. Since the discussion took place
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between participants seated at four round tables, many
students were not directly facing Dave, or one another.
Second, Dave sat at one of the tables and did not move
during the discussion. Thus, some of the students were
behind others and could not even be seen by Dave during
most of the session. Of course, this made "attending" diffi-
cult at best. Finally, instead of allocating the resnonsi-
bility to a student, Dave took notes throughout the discus-
sion. Because of this, he was looking down at his note-pad
during much of the discussion, and he was too preoccupied to
really attend to the students. Consequently he was unable to
control a large portion of the discussion, and two of the
students dominated it. Dave was able to include a few more,
but he was really too constrained by the physical set-up and
preoccupied with note-taking to use the human relations
skills to lead an effective large-group discussion.
Before seeing the videotape playback, Dave remarked
that he
. . .felt that open-ended questions and keeping
quiet were very easy--almost subconscious. I felt that the
tables, taking notes, and allowing two people to dominate
broke up the empathy and interest of the discussion. I
want to draw the rest in with the skills the next taping."
Dave rated this taping as "very helpful" and wrote
that the most useful part of the session was:
"Getting ideas on other things I could do in a
similar situation. (Beyond the actual human
relations skills, i.e. room setting)."
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His thought- feeling responses were:
Thought: "Good. The discussion went ahead
fairly well even though it was not
very active."
Feeling: "Tired."
Tape 2
For the final large-group taping, Dave removed all
of the tables in the room and arranged the chairs in an
oblong circle so that he could easily face each student
directly from the front of the room. He decided to practice
all of the skills, including paraphrasing and reflection- of
-
feeling. He also wanted to stand up during the discussion
and try to move around a little. This large-group taping
also occurred in the Environmental Studies course with the
same students.
This discussion went much better. It was more lively
and most of the students participated to some extent.
Dave's talk- time was a bare six per cent and out of ten
questions, nine were open-ended. He paraphrased once and
made one reflection- of- feeling statement.
Dave rated this session as "very helpful." His
thought- feelidg responses were:
Thought: "More people talked and the room is
much better this way."
Feeling: "Really good now that I know these
things are so easy."
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In his post-student teaching interview Dave appeared
confident and sure of his abilities. Before student
teaching Dave stated that one of his major goals would be
to "get the kids to question things ... to get them to
think on their own ... to be more independent." After
student teaching he was asked if he thought that he had
accomplished this goal. "Yes," he said, "I didn’t just come
in and say "you're going to be independent today." It’s
really a way of teaching-
-a way of operating in the
classroom which rubs off on the students. I encourage them
to think on their own and they generate a lot of the ideas."
Dave felt that his human relations training had been
very valuable. Julie Nelson, Dave’s host teacher, was very
impressed with the skills and tried them out herself during
the semester. She was also videotaped. At the beginning
of the next trimester, Julie and Dave taught the skills to
their class for one full week.
In his last interview, Dave said that he was a good
listener and that he felt very confident that he could use
the human relations skills in almost any situation.
After his student teaching experience Dave was committed
to teaching as a career. His self - referents were positive,
and although he was not sure if he could get a job in the
area, he was confident that he would find a position by
September
.
Dave's students rated him very high, and the two
17>9
teachers on the interdisciplinary team said that they could
not have been more pleased with his performance.
Dave made the following statements concerning his
total human relations training sequence:
It was very valuable. I feel that I have come
out with something concrete -
-some specific thingsthat work. Also, seeing yourself teach is verygood because when you are in the situation you
can’t see much of what's happening."
I thought the skills were easy to learn and some
I ve used before without thinking about it."
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DEBBIE DOUGLASS
Debbie Douglass, 21, was a B. D. I. C. major whose
individualized concentrations were Outdoor Recreation,
Physical Education, Ecology and the Environment. These
areas included mountain climbing, skiing, geology and the
role of women in the culture. Debbie had a pleasant com-
bination of strength and sensitivity. She was verv quiet
and rather shy, but she was also strong and forceful both
physically and mentally.
Debbie was tall (about 5’ 10”) and strong but not
really overweight. She did a lot of mountain climbing and
spent a great deal of her time in the wilderness while in
college. She climbed many mountains in the Rockies and the
Appalachians, and was most proud of scaling the Grand Teton
in the Wind Rivera range of the Northern Rockies. She was a
skilled photographer and had developed instructional units
of slide presentations to teach outdoor skills from knot-
tying to expedition planning. She had many sensational
slides of her and her colleagues performing very dangerous
and exciting maneuvers on the mountains, and some of the
stories she told of her experiences were so exciting that
she usually had total attention and respect from her students
and her fellow teachers.
Debbie’s sensitivity was always evident. She was
quiet, well-mannered and very patient with her students. She
really loved the students and was aggravated at the vjay many
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of the other teachers talked and treated young adolescents.
Debbie’s sensitivity was evident in her teaching style and
materials. Her slide presentations included excellent
photographs of geological formations, wildlife and ecological
features. For example, she showed pictures of and described
the various shapes, sizes and types of flowers, trees,
shrubs and grasses and related these to a variety of geo-
graphic areas and geological and climatic influences. Her
students remembered a lot simply because they related much
of the subject matter to Debbie’s personal experiences.
Furthermore, she reinforced their learning by taking them
on field trips so they could experience parts of the subject
matter which were available in the local environment.
The students seemed to regard Debbie with a great
deal of respect and even awe. When she was videotaped in
her large group class for Phase III of her human relations
training, another class came in to hear her presentation and
she kept all fifty of the seventh and eighth grade students
on the ”edge-of- their-chairs” for two and one-half hours.
No one talked, looked bored or took his eves off of Debbie
on the screen. Debbie organized hikes and some small
climbing expeditions to the San Gabriel Mountains north of
Pasadena and slie could never accommodate the large number of
students who wanted to go. She was usually surrounded by
students in her free time between classes and the young girls
seemed to particularly admire her strong personality and
142
quiet nature.
In her pre-student teaching interview, Debbie was
asked whether she wanted to make teaching her career. She
replied: ”I want to definitely. I*m very excited about it."
When asked if she felt confident in her abilities she
answered: "Yes, if I set out to do something, I can do
it." She appeared very confident and all of her self-
referents were strongly positive. She thought that the
major problem with teachers was that they were "impersonal,"
and she said she was looking forward to her student teaching
experience because "...I know what not to do but I'm not
sure what to do."
Debbie student- taught at Oak Intermediate School in
Temple City, California. She taught two Physical Education
classes and developed two classes of her own which focused
on outdoor education, ecology and personal growth. Debbie
parked cars in a local restaurant to support herself
during her student teaching experience in California, but
she did not let her job interfere with her teaching, and
her school attendance and teaching were exemplary.
Phase I
Tape 1
Debbie appeared tired and nervous during the first
taping. She seemed very skeptical initially about the value
of the session, and was somewhat uncooperative when her
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partner (Donald Lock) interviewed her. She was only able to
keep the interview going for four minutes. She talked
thirty-five per cent of the time and asked one open-ended
question out of five (see below). Debbie jumped topics a
few times and this, along with her lack of interest, kept
the interview at a very superficial level.
Debbie seemed more interested when she observed
herself on the videotape. She thought that her posture
was terrible (she lounged back in her chair with her arms
closed) and she seemed to feel somewhat guilty about not
working harder with Don.
Debbie’s reactions to the first interview before
viewing the tape were:
1. "Conscious of the camera."
2. "Difficulty in being serious."
3. "Interested in talking with Don."
4. "Like playing."
5. "No serious or deep reactions."
Debbie demonstrated good eye-contact, but she did not
utilize any effective minimal encourages or verbal or non-
verbal following behavior.
After viewing the tape she wrote:
1. "Don had the tendency to ask lengthy questions."
"I was too relaxed."2
.
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Tape 2
For the second interview, Debbie decided to try to
lower her talk- time, improve her posture, and ask only
open-ended questions. She also wanted to avoid changing the
topic focus of the interview. For the first minute and a
half, the second interview was similar to the first. At
that point, however, Don started talking about the "acid-
heads in his dormitory and Debbie sat up, became more
animated and asked some interesting open-ended questions.
Debbie talked less than fifteen per cent of the time
and asked seven open-ended questions out of nine. Her eye-
contact and following behavior were much better. As soon
as she became interested in Don’s conversation she seemed
to use the skills naturally. She directed the interview
for about six minutes and afterwards became much more in-
volved in the remaining part of the training session.
The videotape replay pleased Debbie and she thought
that the skills might be more useful than she first expected.
Her immediate reactions following the interview were;
1. "Too tired to really get into the interview."
2. "Liked talking with someone else of past
experiences .
"
After viewing the tape she wrote:
1. "I was tired, so Don just did most of the
talking .
"
2. "Got interested when he hit on a spot which was
bugging me in the dorm."
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Debbie enjoyed observing the videotape replays, and
discussed them openly with her partner and the supervisor.
Her thought-feeling responses for Phase I were:
Thought: "Glad to have participated. Doing
things is much more effective than
talking about them."
Feeling: "Pleased. Had no idea what I was
getting into--lots of things presented
will help later .
"
Phase II
Tape 1
For her first small-group taping session Debbie
developed a lesson focusing on human values for five of
the seventh and eighth grade students in her Physical
Education class. All five students were girls. Debbie
had them list fifteen things they loved to do and then she
had them place symbols next to the "fifteen loves." For
example, she had them write down the date each item was
last done, and how much it cost to do each activity. Then
she discussed the information with the girls. She wanted
to find out if they would list things which were generally
regarded as "feminine" things to do in our culture.
Debbie decided to practice minimal encourages and
open-ended questions. She wanted to keep her talk-time low
and give the girls plenty of opportunity to express them-
selves. The discussion went well and it was very interesting.
Debbie talked thirty per cent of the time and asked eleven
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open-ended questions out of twelve. She used minimal
encourages well, and even paraphrased twice. Debbie asked
interesting questions and the girls were very open with her.
Debbie felt very good about the lesson and she was
confident that she had used the skills well. She was
pleased that the discussion was balanced and seemed proud
of her girls and their ideas. She enjoyed watching the
tape and indicated increased confidence in her abilities
afterwards
.
Debbie rated this session as ’’exceptionally helpful”
and wrote that the most useful part of the session was
’’Seeing reactions of kids in class that I don’t see there
while the class is in progress.”
Her thought- feeling responses were;
Thought: ’’Zap- -these kids are really sharp.”
Feeling: ’’Pretty good- -glad to know things are O.K.”
Tape 2
Debbie held a small-group discussion with the same
five girls in her Physical Education class for her second
taping session. She wanted to get her talk-time down a lot
more, and to continue practicing open-ended questions and
minimal encourages. She said that she would try to para-
phrase if she thought of it, but she did not want to
commit herself to it as an objective.
Debbie wanted to find out what kind of perceptions
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the girls had of themselves. She wanted to know if they
saw themselves as strong or weak, independent or dependent,
able or helpless. The discussion was very interesting and
the girls seemed to discuss their personal feelings very
honestly with Debbie.
Debbie talked only seventeen per cent of the time
during this discussion and asked nine open-ended questions
out of ten. Her eye-contact and minimal encourages were
good, but her posture was not. She leaned very far back
in the chair with her legs out until she was practically
horizontal. Her posture did not appear to influence the
discussion noticeably, but she remarked that it bothered
her and was the result of laziness. Her questions were
excellent and elicited an interesting variety of responses
from the participants. For example, she asked the girls
what they would do if they got a flat tire on their
bicycles a mile or two from home. They all replied that
they would call home for a ride and four out of five agreed
that they would call their fathers. Debbie then asked them
to try to think of some alternative things that they could
do. These included walking the bike home, taking it to a
gas station or even fixing it themselves. The girls agreed
that the thought of them being able to fix a bicycle them-
selves never occurred to them. The discussion continued fo
over thirty minutes
.
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Debbie really enjoyed watching the videotape replay,
and she stopped it often to point out her behavior and
statements from her students which she thought were par-
ticularly perceptive. She rated this session as "exception-
ally helpful" and wrote that the most useful part of the
session for her was "Seeing the class in perspective--mv
actions and reactions."
Her thought-feeling responses were:
Thought: "Good to see the progress-
-can see
room for more things."
Feeling: "Good--but tired."
Tape 1
Phase III
For her first large-group session Debbie did a slide
presentation and held a discussion. This session was taped
in her outdoor education class and included thirty- two
students. Another class came in to see the slide presenta-
tion so Debbie had a total of about fifty students and three
teachers in the room. The class lasted for two and one-half
hours and the other teachers were amazed that not one of
these seventh or eighth grade students in the room talked
or caused any disturbance for such a long period of time.
The slide presentation lasted just over two hours.
The presentation covered all aspects of a few mountain
climbing expeditions which Debbie went on. The slides were
taken by Debbie and were excellent. They showed various
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aspects of geology, geography, ecology, etc. Debbie had
taken many instructive shots which showed how hikers crossed
cold and fast-moving rapids by using rope systems, climbing
skills and important safety precautions, and regional
differences in plant and animal life, etc. The slide
presentation was very artfully planned and the students and
teachers were obviously impressed.
For the discussion, Debbie wanted to encourage the
students to share their thoughts and feelings. She wanted
to keep her talk-time very low by asking open-ended questions
and using verbal and non-verbal following behavior.
The class was supposed to last from nine A.M. to
e leven- thirty A.M. Since the other class required about
seven or eight minutes to leave the room at the end of the
slide show, the discussion did not get started until about
ten after eleven. Therefore, the discussion only lasted
about twenty minutes. However, the discussion was very
good. Debbie talked twenty-nine per cent of the time and
asked fifteen questions, all open-ended.
Debbie felt very good about the class, and said that
the skills seemed easy to do. As usual, she was very com-
plimentary of the students and felt that they had responded
nicely. She was a little disappointed that she had talked
for so long and was confused about some uncomfortable pauses
which occurred after she asked some of her questions.
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The videotape replay was very instructive and it
soon became obvious that her talk- time problem was due to
the fact that the students asked her some very good
questions. The slide presentation made the students very
curious about a variety of things they saw, but they were
really anxious to know how Debbie felt when she was up on
the mountains. For example, they wanted to know if she had
been afraid. She answered the questions concisely and
asked them how they felt when they had done some climbing
on a recent field trip. For an inexperienced student
teacher with such a large group of adolescents, her class
was exemplary. She was excited about her performance and
rated the session as ’’exceptionally helpful.” She wrote that
the most useful part of the session for her was ’’doing the
skills with a large group--it almost comes naturally.”
Her thought -feeling responses were:
Thought: ’’This was the best yet--the kids do
it all and it is easy.”
Feeling: ’’Great.”
Tape 2
Debbie’s second large-group taping seemed anti-
climatic after the last one, although she did accomplish
her objectives. This session took place in her Physical
Education class and included twenty-one girls. The class
lasted for an hour. Debbie decided to try paraphrasing and
re f le ct ion- of - foe 1 ing along with the other skills. Although
152
she practiced these two skills informally with the super-
visor, and seemed to understand them, she had not committed
herself to practicing them in earlier sessions.
The lesson focused on the concept of competition, and
Debbie wanted the girls to discover some of their feelings as
they competed with one another. She started by having the
girls arm wrestle with one another until the class champion
could be declared. Then, she discussed the girls' feelings
with them. The discussion was fairly superficial although
some of the girls confessed to excess zeal as they competed.
Debbie talked twenty-five per cent of the time and asked four
open-ended questions out of five. She paraphrased once and
made one reflection- of - feeling statement. Debbie was not
very excited about her lesson and felt that she could have
done more to get the girls to share their feelings.
After observing the videotape replay, Debbie realized
that the class had really been competitive during the exer-
cise. The students became very involved in the action
portion of the lesson and this enthusiasm remained high so
it was difficult for them to settle down and discuss their
feelings. Because of this Debbie talked more than she
wanted to and the discussion remained fairly superficial.
Debbie rated this session as "very helpful" and wrote that
the most useful part of the session for her was "everything."
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Debbie s students in her small and large group
sessions rated her very highly. Linda Grant was the only
other intern who had ratings as high as Debbie. Debbie also
liked her students tremendously and treated them with
respect. Both the students and the teachers at Oak
Avenue School respected Debbie's mental and physical
strength and her dedication to a life-style which stressed
human and environmental awareness.
In her post-student teaching interview, Debbie
remarked that her student teaching experience had been very,
very good. She remained dedicated to teaching as a career
and felt that her student teaching experience had strengthened
her interest.
Her self- referents were very positive and firm. She
felt that she could succeed in anything she tried and said,
"I'm sure I can deal with teaching; the bad gets you down
sometimes but I can shrug it off."
When asked how she felt about the human relations
training, she said: "It was very helpful. If you are a
perceptive person, you are aware of human relations all of
the time. But being shown a way helps it to become clearer.
I'm actually practicing it--thinking about it as a skill, not
just philosophizing about it. I know that I can do it now.
When asked "How do you feel about human relations
training for all teachers?" she replied: "Isn't that
what
it's all about? Except for parents, teachers have
more effect
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on kids than anyone else. If they don't know how to deal
with kids as human beings, and to show them human skills;
to get along with and trust people, and be responsible and
reliable as people -- (trailed off). I've only met a few
teachers who are really interested in kids becoming good
people--most want to teach them a poem or their own values."
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THOMAS INGRAM
Thomas Ingram, 22, was a second-semester senior and
B. D. I. C. major whose goal was secondary English teaching.
He was interested in literature, poetry, creative writing,
humor, and any form of creative self-expression.
Tom did his student teaching in Temple City,
California. He taught English at Oak Avenue Intermediate
School and also at the Temple City High School. Tom also
developed and taught some interesting instructional electives
with Donald Lock, another student teacher from the Horizons
program. The most popular courses which they developed
were judo and "Intercultural Understanding."
Tom's personality and behavior were complex and
difficult to predict. His most striking characteristic was
his sense of humor. He saw the humorous side of everything
and joked constantly. At times, though, he was depressed
and avoided commitments and responsibilities. Tom's
personality vascillated often between a seemingly endless
variety of types . At times he was a challenging and
creative teacher but sometimes he was impatient and seemed
to dislike teaching and students . Most of the time Tom was
intensely humorous and superficial but occasionally he
became serious, concerned and very sensitive.
Generally, Tom was not committed to teaching as a
career, and if his experiences were not personally
enjoyable
as well as professionally stimulating, he could not
be
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depended on to carry them out. For example, he terminated
his student teaching abruptly after two months and returned
to the University of Massachusetts to recuperate from what he
considered an "exhausting and disappointing experience."
Phase I
Tape 1
Tom used humor throughout his first interview to
dispel his intense nervousness. He was unable to focus on
his partner and he changed topics often. He appeared very
self-conscious of the camera. Tom led the interview for
just over four minutes and then he couldn't think of anything
else to say. He made his partner, Steven Hood, nervous and
after the first interview Steve wrote: "While I was inter-
viewed there was no continuity, so I felt uncomfortable.
I tried to talk with Tom and I sensed he wanted to keep it
light; I was a little too tired to joke though."
Tom talked almost thirty- five per cent of the time
with sixteen per cent silence and confusion (see below) . He
asked one open-ended question out of eight and did not seem
very interested in the ideas and feelings of his partner.
His reactions before viewing the tape were:
1. "Fun."
2. "Thinking."
3. "Reacting."
4. "Interesting."
5. "Goofing."
Tom became more serious as he watched the tape and was
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able to recognize some of his behaviors which impeded the
flow of the interview. He realized that humor can become a
release for tension, and after viewing the tape he wrote:
I did everything to keep it from being serious-
-partly in
reaction to all the people watching--as I didn't feel the
time or situation was agreeable."
Tape 2
For the second interview, Tom wanted to talk less
and avoid using humor. He also tried to concentrate on an
open and relaxed posture as well as open-ended questions.
Tom was able to keep the interview going for about
six minutes. He talked twenty-nine per cent of the time with
sixteen per cent silence or confusion. He did not change
the topic, and managed to ask eight open-ended questions
out of twelve. Tom's partner felt more comfortable during
the second interview and Tom said that once he started
concentrating on his partner he automatically became more
involved. Tom's reactions
1. "Involved.
"
2. "Directed .
3. "Interested."
4. "Thinking .
5. "Aware .
"
Tom felt that he had profited from watching himself on the
videotape although he said that it made him nervous. He also
felt that he could master the skills easily once he knew
what they were. He wrote the following thought-feeling
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response about Phase I:
Thought
:
Feeling
Phase II
Tom skipped his small-group sessions and decided to
move right on to the large-group tapings. Tom felt that his
schedule and instructional plans would be interrupted if
special sessions were held that were not already included in
his planning. The supervisor had flown to California and had
only ten full school days to tape the three trainees in Los
Angeles in their small and large group sessions. The super-
visor allowed Tom to proceed to the large-group sessions
without being taped in the small-group setting.
Phase III
Tape 1
Tom’s large-group sessions were held in his eleventh
grade English class and included twenty students. Tom
enjoyed teaching this class, and the students liked him.
He maintained that he had studied the skills and practiced
them in his classes and he said that he wanted to try to
use open-ended questions, paraphrases, minimal encourages,
and reflections -of- feeling. He also wanted to keep his
talk-time to a minimum and maintain the focus of the dis-
cussion on the ideas and feelings of his students. The class
Very useful in helping me to concentrate
on specific skills I knev\^ intuitively."
"Spaced- out .
"
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was interesting and the discussion was lively with many
students participating. Tom talked thirty per cent of the
time and out of nineteen questions, seventeen were open-
ended. He paraphrased once and made one ref lect ion-of
-
feeling statement. Tom’s posture was open and relaxed but
he did not use any minimal encourages. Before observing
the tape, Tom said that he was very conscious of his questions
and tried to think of open-ended questions. He thought that
the discussion went well and he was pleased with his per-
formance .
The videotape replay was interesting and Tom noticed
that he directed all of his questions to the group as a
whole rather than to any single student. He felt that this
broke up the dialogue and added significantly to his talk-
time. Also, Tom asked many "multiple-questions"- -questions
which were asked so close together that there was no time
to answer the first question. For example, he said "IVhat
courses should be offered in school?...! mean ... should we
teach communism, or . . . ?" This also contributed to his talk-
time and made his questions confusing. Tom was pleased with
his eye-contact and satisfied with his open-ended questions.
He found the discussion exciting and was pleasantly surprised
when his students rated him high as a teacher. Some sample
student comments were:
"The teacher really does make me feel at ease."
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"I think that you will make a fine teacher and
should go on teaching."
"You should go through with teaching."
Tom rated the session as "exceptionally helpful" and
^h^t the most useful part of the session for him was
"examining the flow and continuity of the class on tape."
His thought- feeling responses were:
Thought: "Going to make my classes as real as
possible--! really want to be good."
Feeling: "I feel good- -no frustrations but the
good feelings which come from doing
something useful with the students and
receiving positive feedback from them."
Tape 2
Tom's second large-group session was taped in the same
English class and the discussion was about some short satirical
skits which the twenty students had written.
Tom tried to ask open-ended questions, but he
concentrated on avoiding "multiple-questions." He wanted to
lower his talk-time and avoid imposing his ideas on the
students
.
The discussion started slowly and Tom talked quite a
bit at the beginning. He seemed to be very uncomfortable
with silence, and when a student stopped talking, he jumped
right in. However, he asked some good questions and soon
the focus was on the students and they were talking freely.
Tom talked thirty-one per cent of the time with only
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six per cent silence or confusion. He paraphrased once
and only asked one or tvio multiple questions during the
lesson. He enjoyed the videotape replay and the students
rated him fairly high again. After viewing the tape he
wrote
:
"I like this class and it really makes me feel
good to see this type of reaction. I'm concerned
with not brow-beating my opinions into them and
will have to be aware of that. One point I
noticed was the reply "I don't know" as an es-
cape. Overall, I'm very pleased with this tape."
Tom rated this session as "exceptionally helpful" and did
not complete the reaction sheet.
At the end of his student teaching experience Tom
was still not committed to teaching as a career. When
asked in his post- training interview whether he planned to
teach, he said: "I really don’t know. Thinking about a
career is for someone thinking about the future and right
now I’m thinking about the present. I’ve learned not to
make predictions about how my life is going to go. I find
the classroom experience really rewarding and I want to be
good .
"
Tom was confident and his positive self - referents
were strong and frequent. He felt that his major strength
was his sense of humor. When asked about his goals he
replied: "I want to excite my students. I don’t want to
read thought- feeling responses which say ’I’m bored. I
like to joke. I like to see people laugh."
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Although Tom was not dedicated to teaching, he was
perceptive, creative and clear about his values. He was
honest about his feelings and he loved teaching at the high
school, although he did not like his experiences at the
intermediate level.
Tom felt that most teachers were not skilled in
human relations. He described teachers as "generally patroni-
zing and boring." He described the human relations training
as "very helpful" and said: "I've always been interested
in the human aspects of everything. Even my interest in
History and literature is emotional. History is the
foundation of literature and literature is the flesh and
blood of historical fact. That's why you can't divide the
two dis ciplines . . . The skills give me things to work on and
although the skills are natural they aren't the same in the
classroom. The videotapes were very valuable; hearing the
dialogue on tape showed me things I couldn't see in the
classroom. I feel confident in the helping role and I'm
enthusiastic about what I'm doing."
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ANN CLEVER
Ann Clever was a Spanish major who student- taught
at Northfield Mount Herman School. Ann attended Northfield
as a student and her host teacher taught Ann Spanish when
she was in high , school. Ann was not in the Horizons pro-
gram but the director agreed to supervise Ann for the
semester since he had three student teachers at Northfield
already. Since one trainee dropped out of school shortly
after the first human relations training phase, the author
asked Ann to participate in the human relations training as
part of her supervision. She agreed, although she seemed
somewhat apprehensive about the prospect of being videotaped.
Ann’s host teacher. Miss Gibson, was about sixty
years old and was a strict, insensitive and traditional
teacher. Ann admired her toughness with the kids and
emulated her teaching style. They both felt that students
were basically lazy, and they used external controls totally
to control and direct their students. Miss Gibson was ex-
ceptionally nervous and paranoid around the students and her
hands shook uncontrollably most of the time. She yelled at
the students continuously and her students were obviously
afraid of her and very hesitant to speak out in class
for
fear of being badgered and ridiculed. From the
start Ann was
dominated by Miss Gibson and often ridiculed along
with the
students, but she was very defensive about
their relationship
and developed rationalizations for Miss
Gibson’s behavior in
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the name o£ high standards. However, Ann did admit that
most of the students feared Miss Gibson and would never
come to her for advice or personal help.
Ann felt that the first two or three years of foreign
language instruction should consist solely of a combination
of reading and recitation of vocabulary, correct sentence
structure, etc. She felt that discipline and repetition
were the only ways to learn Spanish. She stuck to the
textbook throughout the semester and would not even consider
using Spanish magazines or newspapers. She felt that the
culture and society of Spanish speaking countries were not
an important aspect of language instruction until one
reached college level Spanish.
The supervisor constantly tried to influence Ann
to integrate some culture or history of Spanish-speaking
countries into her instruction. He also suggested that she
might try to individualize her instruction and provide a
variety of materials so that students who obviously were
doing poorly could have some choices. For example, the
supervisor suggested using a Spanish or Mexican newspaper
in class to allow the students to translate
the news, weather
sports, fashion, etc. Ann felt very pressured
by her host
teacher to follow her example exactly and
would not deviate
one bit from the normal classroom routine.
The author felt
that the human relations skills were
applicable in any class-
room and subject. In Spanish class, for example,
open-ended
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questions are just as useful as they are in Social Studies
or Science. They can help the teacher avoid dull, repetitive
questions which demand preconceived answers. Usually Ann
and Miss Gibson asked questions like "What time is it?"
or "What color is the pencil?" Some open-ended questions
like "How do you feel today?" or "What are some interesting
things you can tell me about your family?" leave more room
for students to answer from their own unique frames
-of
-
reference. However, Ann and Miss Gibson made it obvious
through their remarks and behavior that they felt that
human relations was quite unrelated to a "technical" subject
like Foreign Language.
However, Ann did participate in the first phase of
the HRMC. Since she started late, a special session was
held at the micro- training laboratory at the University
of Massachusetts School of Education. Another trainee,
Linda Grant, had already completed Phase I and offered to
serve as Ann's partner for the session. After this session
Ann actively avoided any suggestion of being videotaped in
the classroom and she made it clear that human relations
was not important for teaching first or second year Spanish.
The supervisor did not want to force her into an obviously
threatening situation, so Ann never completed the human
relations training sequence.
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Phase I
Tape 1
Ann was extremely nervous and uncomfortable during
the first interview. She did maintain good eye-contact and
an open posture. She talked over sixty per cent of the
time with seven per cent silence or confusion (see below)
.
She interrupted often and tended to impose her opinions
frequently although she did keep the topic focus on her
partner. Ann directed the interview for five minutes and
she asked four open-ended questions out of twelve.
Ann's reactions before viewing the tape were:
1 . "Nervous .
"
2. "Camera bothered me."
3. "Couldn't think of things to say."
While watching the tape Ann appeared nervous and defensive.
She did not like her appearance and she thought that her
voice sounded "odd." She also remarked that she sounded
"pompous" during the interview.
Tape 2
For the second interview, Ann decided to talk less
and try to ask open-ended questions. She was disturbed by
her moralistic attitude on the first tape and wanted to
concentrate on listening better and questioning rather
than
giving advice. She also wanted to relax and not be
overly
conscious of the camera.
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The second interview went for over six minutes and
Ann only talked twnety-four per cent of the time. Ann
asked twenty-three questions and sixteen were open-ended.
Ann concentrated very hard on asking open-ended questions
and occasionally when she started to ask a closed question,
she stopped and waited until she could think of an onen one,
For this reason, time for silence and confusion was twenty-
two per cent.
The interview was very relaxed and personal and Ann
said that after a few minutes she really became interested
in Linda as a person. Ann enjoyed watching the videotape
replay and was excited that she had accomplished so much
with ”so little effort." Linda said "The second interview
was much better. The second time she just came across like
she had more feeling for what I was saying during our
conversation .
"
Ann rated the session as "very helpful" and her
thought- feeling responses were:
Thought: "The session obviously made me aware
of what I’ve been doing and gave me a
goal in such behavior. It's good to
work with the videotape and also to
hear my voice. (Sounded pomnous some-
times) .
"
Feeling: "I feel that now I have something to-
ward which I can work--a good feeling
often not knowing the objectives of
this internship. I also feel that I
know something of the people who are
helping me .
"
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Ann was certain that she wanted to teach although she
said that she also wanted to get married and settle down after
a few years. She had accepted a job in South America teaching
English as a second language and she expected to take the job
for at least two years.
Ann was fairly confident in her abilities although
her positive self
- referents were generally qualified. For
example. Miss Gibson did not want Ann to actually teach a
full class until she had observed and graded papers for
almost two months. Ann said from the start of her experience
that she felt she was qualified to teach classes but added
"Miss Gibson has high standards and it's her class so she
usually knows what is best; I still have a lot to learn."
When Ann finally did begin to teach (due to another Spanish
teacher's absence from school) she did a good job and the
students seemed to like her and respond to her more openly
than they did to the regular teacher.
In her focus interview Ann was asked to describe the
two qualities which she wanted to develop during the semester.
She answered: "To demand a lot. I have certain standards.
Say a student passes a paper in late--I do not intend to
accept that .. .'That ' s when I want to be really demanding.
Also, I demand that people are on time. Second, I want to
be understanding. You have to listen and be open yourself.
I do have problems with that. I listen but I'm always throwing
in my own ideas. I do that too often.. I haven't done too
171
much about it."
Ann often said that she was worried about "how to
the kids to respond to my demands ." Generally, she
appeared insecure and she was totally dominated by her
host teacher. She was competent in Spanish, however, and
the supervisor felt that if she could get av/ay from the
influence of her host teacher she would mature into an
independent and competent teacher. Her last statement in
her focus interview indicates the influence that Miss Gibson
had on Ann. When asked if she thought Spanish teachers
could relate to students on the human level she replied:
"Miss Gibson said to be very careful about what I say to
students. You can’t be completely open to s tudents . . . they
have a lot of power and if they don’t like you they can tell
all sorts of stories and things like that."
STEVEN HOOD
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Steven Hood, 21, was a second-semester senior and
B. D. I. C. major. His individualized concentrations were
film and English. He student- taught at a conservative high
school in Granby, Massachusetts. All of Steve's taping was
done in his two large film courses, but he also taught in
some English classes. Steve generally emphasized self-
expression, communications and media in all of his classes.
Steve was confident, bold and very skilled in human
relations before he began the training strand. If it is
possible to label a person as a "natural,” Steve was one.
He was thoughtful and candid, and his attending behaviors,
especially eye -contact, were so strong that some people were
threatened by him. Steve was turned down by two schools
before he was placed at Granby High School. Neither of the
sites offered any explanation. Steve interviewed at both
schools and the program directors were later informed that
Steve was not acceptable. The Horizons directors agreed
that Steve's positive self-concept and his firm and assertive
nature frightened the staff at both sites.
It is the author’s opinion that Steve was the most
intelligent, creative and skilled intern of the eight that
participated in the study. He was rated highest of all the
s^tudent teachers by his students, and demonstrated many of
the human relations skills before they were described to him.
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Steve was so confident that he suggested we skip the
small group taping sessions and start with the large groups.
His confidence was not exaggerated and all of his sessions
were excellent.
Phase I
Tape 1
Steve appeared comfortable and relaxed during the
first interview, although he said that he was nervous and
uncomfortable. His partner was very anxious and used humor
continuously to dispel his anxiety. This strategy kept the
interview fairly superficial.
However, Steve still demonstrated remarkable human
relations skill. He talked less than twenty per cent of the
time, and asked four open-ended questions out of six (see
below) . He was the only intern out of the eight to ask more
open-ended questions before having the skill disclosed. His
posture was open and relaxed, and his eye-contact was direct
and almost continuous. Steve asked interesting questions
and tried to keep the interview significant.
Steve's reactions to the first interview before
seeing the replay were:
1. "Sweaty hands."
2. "Comfort- -straightforward."
3. "Discomfort to the sides."
4. "Empty."
5. "Relief."
After viewing the tape he wrote:
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1 .
2 .
Steve enjoyed watching the videotape replay and he was
generally pleased with his effort.
While I was interviewing there was no
continuity, so I felt uncomfortable."
I tried to talk with Tom and I sensed he
wanted to keep it light. I was a littletoo tired to joke though."
Tape 2
Steve appeared to understand the skills immediately
and he wanted to practice all of them if he could. He
seemed to consider it a challenge to effectively use the
skills, and he was confident that he could do so.
The second tape was an exemplary one. Steve talked
only seven per cent of the time with no silence or confusion.
Five out of the six questions he asked were open-ended, and
he paraphrased twice. His posture was relaxed and open and
his eye-contact was direct and continuous.
Steve seemed very pleased with his performance, and
his immediate reaction before viewing the videotape play-
back was:
1. "Relaxed."
2. "Instructive."
3. "Warm."
4. "Not quite so tiring."
5. "Interesting."
After viewing the tape he wrote:
1. "I was very comfortable while interviewing. I
believe this was because I directed my entire
orientation to Tom so I (as a self) sort of
dissolved.
"
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Dan's thought-feeling responses for the second
taping were:
Thought: "This was great! Tom is really a
great guy. He should charge for
his work. To get to know people,
do this (or something like it)
earlier next time and you'll build
friendships .
"
Feeling: "Tired, despairing (over school stuff)."
Phase II
Tape 1
For the first small group taping Steve decided to
try all of the skills. He appeared calm and confident.
The discussion went well, but it remained fairly
superficial. Steve's talk-time was twenty-seven per cent
and nine out of eleven questions were open-ended. He
paraphrased twice, and used one reflection-of- feeling . His
posture, eye-contact and minimal encourages were very good.
Steve was somewhat disappointed that the group did
not share some significant feelings and he felt that he
talked too much during the discussion. He rated the session
as "helpful" and wrote that the most useful part of the
session for him was "working with a small group."
His thought-feeling responses were:
Thought: "The kids stood behind me, perhaps a
little too much. .. almost to the point
of artificiality."
Feelings: "Relaxed, pleased with their discussion.
Slightly disappointed that they didn't
reveal more of themselves.”
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Tape 2
Steve's second small-group discussion was excellent.
Again, he concentrated on practicing all of the skills.
Steve demonstrated his ability to move the group right
into the discussion. The students did not attend to the
camera and they never appeared uncomfortable in the
somewhat contrived taping setting. The discussion brought
out some opinions from the students which were in direct
contrast to those held by Steve. However, he continued to
attend to the students and genuinely sought to maintain the
focus on them. This situation is one of the most
challenging in the area of human interactions, and many
teachers tend to moralize or impose their opinions when
this happens. Steve continued to follow the students'
comments with good questions and attending behaviors.
Consequently, the students shared their ideas and feelings
openly and honestly.
Steve talked about twenty per cent of the time and
nine questions out of twelve were open-ended. He paraphrased
three times. Steve was very pleased with the discussion and
rated this session as "very helpful."
His thought- feeling responses were:
Thought: "The kids were great; they made things
so easy most of the time."
178
Feeling: ’’Exhausted, exhilarated, happy.”
Phase III
Tape 1
Steve’s goals for the small-group tapings included
all of the skills; his goals for the first large-group
discussion remained the same.
The discussion was taped in Steve’s film class with
about eighteen students. The discussion went fairly well
but the topic changed often and the students did not seem
to be very interested. There were a number of reasons for
this. First, Steve said the class seemed tired. The class
met at eight A. M. and this was certainly possible. Second,
Steve used humor often, and the students picked up on this
so no meaningful dialogue continued for long. Before
long the students started joking with one another and Steve
looked amused most of the time. Therefore, the discussion
remained superficial. Third, Steve had not planned well
beforehand, and he was not prepared to direct a prolonged
discussion. Fourth, Steve experienced the same difficulties
that Dave Sacks had attending in his first large-group
session because of the arrangement of the desks in the room.
Dave’s room was full of large one-piece desks arranged
in
five straight rows. It was impossible to push them
out of
the way because they would still have filled up
well over
half of the room. Furthermore, since there
were almost twice
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as many desks as there were students, and since the
students insisted on sitting as far back in the room as
they possibly could, Steve had two rows of empty seats
between him and the nearest student. Although he did not
realize it at the time, he compensated for this distance
by walking down the separate aisles to the students.
However, as he attended closely to a few students by doing
this, he cut himself off further from the rest. The
videotape clearly showed that as he walked down an aisle
to get closer to a student who was talking, students who
were cut off from his attention began to talk and form
separate conversational groups. Finally, the discussion
was interrupted a few times by students who came in during
the middle of the class. For these reasons, the session
was about average.
Steve’s talk-time was seventeen per cent and all
five of his questions were open-ended. He did not paraphrase
nor did he do any reflections -of-feeling
.
Steve enjoyed this videotape playback more than
any other, and he replayed it and discussed it for a few
hours. He rated the session as "very helpful" and wrote
that the most useful part of the session for him was "The
discussion afterward, especially about the desk structure.
His thought-feeling responses were:
Thought: "The class seemed tired and this cramped
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my style some. The seniors who were
late and the homework assignments
undercut the discussion."
Feeling: "I felt like I was just wandering from
one thing to another; this makes me
slightly uneasy. I missed some chances
to bring out some real feelings from
the kids .
"
Tape 2
Steve's second large-group session was very good.
Again, he wanted to use all of the skills and he appeared
very confident that he could use them effectively.
Although he could do nothing about the desk arrange-
ment in the room, Steve avoided walking down the aisles. He
also used less humor and tried to avoid topic- jumping. After
the lesson, Steve was sure that he had used the skills well
and was anxious to see the videotape.
Steve talked seventeen per cent of the time and asked
six open-ended questions out of eight. He paraphrased twice
and made two reflection- of - feeling statements.
The videotape replay showed clearly that his attending
behaviors and listening skills were excellent, and the
students responded openly and enthusiastically. Steve used
the skills to effectively involve many of the students in
the discussion, and the students seemed to model his behavior
and were unusually tolerant and respectful to each other.
Steve was very perceptive and often noticed points in the
videotape which the supervisor missed. For example, he
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noticed that he moved around the room and gestured more
when he was very interested in the discussion.
Steve rated this session as "very helpful" and wrote
that the most useful part of the session for him was "actually
working with the large group. The kids gave me a lot of
energy and I tried to give them myself as a person."
His thought- feeling responses were:
Thought: "The_ skills are helpful in fighting
a built-in boredom of the system or
structure .
"
Feeling: "Exhausted, exhilirated, happy. It
was a great experience. I loved
every minute of it."
Steve was skilled in human relations before he
participated in the IIRMC . He proved to be an exceptionally
talented student teacher and he achieved his teaching
objectives while maintaining a humane and open relationship
with his students.
Steve wanted to teach for a few years but he was
not sure that he was committed to a lifetime of teaching.
He was confident that he could achieve whatever he wanted
but he felt that he would have trouble surviving in a
typical high school because of his liberal methods.
In his pre-training interview Steve said that he would
feel comfortable teaching any size group and he handled the
challenges of his student teaching calmly and creatively.
When asked if he was good at human relations he replied:
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”Yes, but not a public relations mentality. I can articulate
my thoughts fairly well and I have the tendency to pay
attention to people I'm talking to and listen to what they
say. I probably notice gestures more than most people do
and I notice posture and intonation of the voice. I
wouldn't say I have an overabundance of friends; I think
that's more a choice of my own."
As soon as the human relations skills were described
to Steve he was able to utilize them effectively. He
commented on their value throughout his training and at the
end of his experience he said: "The teachers here don't
listen to the kids or even pretend that they respect them
as people. Teachers can learn to be more human ... these
skills aren't hard to learn. I think that teachers should
help kids to take control of their own lives. The students
should construct their own images of themselves rather than
accepting the school's. This won't happen if teachers
barely stop speaking long enough to take a breath."
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CHAPTER V
The HRMC appears to be an effective and efficient
way to teach beginning human relations skills to student
teachers in this particular setting. Earlier studies on
microteaching and microcounseling seems to be corroborated
here. That systematic, media-feedback programs are nower-
ful tools for teaching specific teaching skills is also
demonstrated. In addition, this and similar programs
de-mystify the teaching act and provide a further means
by which the complex processes of teaching and learning
can be viewed.
It cannot be said at this time that systematic
human relations training will produce "better" teachers
than other methods of training. Much more study, especially
in the areas of perceptual psychology and the attitudinal
dimension of human effectiveness are required before such
assumptions can be made. Possibly, the traditional methodo-
logical frame of reference will prove to be totally inappro-
priate in predicting teacher effectiveness as some studies,
discussed in earlier chapters, seem to indicate (Combs, 1969,
etc
.
)
The ability of man to control his environment is de-
pendent on his repertoire of tools and his ability to use
them flexibly and creatively to achieve his purposes. The
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true value of the HRMC and similar systematic training pro-
grams lies in their ability to broaden the behavioral or
skill repertoire of teachers and prospective teachers.
As Ivey points out, the teacher with a variety of
behavioral skills at his disposal can be maximally effective
with a wider range of students in a variety of situations.
Teaching is a complex function and the teacher who possesses
only one or two skills is at a disadvantage because he can
only respond to limited dimensions of his experience. Thus,
his effectiveness is limited by his response repertoire and
the variety of students he can benefit is reduced.
The strengths of this study include: its deliberate
attempt to deal with the reality of complexity, change, and
diversity encountered by the implementation of a program in
^he field, its attempt to focus on the individual trainees
and their personalities, program experience and perceptions;
the description of a model which has been tested and found
to be practical and flexible and can be implemented without
extensive training of supervisory personnel or elaborate
resources. The model was also designed with a concern for
the generalizability of skills to different settings.
The world would be a complex and mystifying arena for
study even if it could be frozen in time and space so that
mysteries could be sorted out and studied at leisure. How-
ever, to remain where one is, is to fall behind because all
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of the various aspects of human living are accelerating
rapidly and assuming progressively new forms. This study
represents an attempt to assess the effectiveness of a pro-
gram designed to be practical and flexible and thus respon-
sive to individual trainees and complex, shifting conditions.
A need exists for a variety of investigative methods
in education. Programs and studies of programs are needed
which can accept the challenge of proof among shifting
variables, unexplainable or unexpected occurrences and the
extremely complex environmental and human dimensions which
are at work in real living and learning. In experimental
laboratory studies, variables can be isolated, manipulated
and controlled and this is their greatest strength. It is
also their greatest weakness because laboratories are not
life and the generali zability of such experimental findings
to a vast, complex and often largely uncontrollable situa-
tion are questionable.
This study describes and attempts to evaluate a pro-
gram based on practical experience. No elaborate statistical
^®^hods were employed and the basic design itself was changed
in the middle of the program when the director felt that it
was necessary. Although the program is believed to be
theoretically sound, external reality often determined some
of the program’s form and direction.
The author feels that education will benefit from a
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variety of investigative methods, and he prefers action
research. Action research helps both the theoretician and
the practitioner. The theoretician has his theories applied
in the field and the practitioner can see new ideas tested
where they are most useful to him; in the classroom where
he works.
It is likely that teacher trainers who might adopt
a program similar to the HRMC have a limited amount of time
and resources and an overabundance of student teachers who
be student teaching in a variety of very different
sites. The various components of the HRMC are flexible and
can easily be molded to the unique needs and resources at
hand, and hopefully, the case studies will be useful in
helping people understand how the training program affects
different individuals.
This study is partly a story about people. The
trainees are people who are unique, and each of them reacted
to their training differently. Each of them taught the
author something about teaching, and their case studies
probably explain best how the program functioned. The indi-
vidual descriptions of each student teacher’s training adds
a personal dimension which models, theories and data in
isolation cannot provide.
The HRMC model is practical and can be implemented
without elaborate preparatory training or resources. At the
least, the supervisor should have;
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1. A working knowledge of the human relations
skills employed and an ability to use them
consistently
.
2. A complete portable videotape unit and a few
videotapes
.
3. A full semester to teach an average of ten
trainees. (Even this is flexible).
4. An ability to record behavior with reasonable
accuracy within a specified time limit.
Elaborate evaluation techniques can be used but they are not
necessary. Enough evidence exists to indicate that micro-
training is effective in a variety of training settings and
that the situational possibilities for utilizing this tech-
nique seem endless.
The model does place much emphasis on the human re-
lations skill of the supervisor. This demands that he model
the skills and this may be difficult for many people. This
may create a problem in that it is probably wise for the
trainer to experience a human relations training nrogram be-
fore proceeding to teach the student teachers. However, the
basic skills seem to be easy to learn and a talented suner-
visor could probably teach himself while practicing the
skills along with the trainees. It may even be advantageous
for the supervisor to be taped by the trainees in a super-
visory session while he practices the skills. In this way,
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the program could function as a total
"self-improvement"
experience for all concerned.
To merely change behaviors in a laboratory setting
or for a short period of time (as in ’’one-shot" workshops or
classes) will not be sufficient if teacher educators expect
their trainees to continue to demonstrate skills at high
levels when they are not under the direct supervision of
trainers. Baer, Wolf, and Risely (1968) point out that
"generalization (of learned behavior) should be programmed
rather than expected or lamented," and Ivey in a paper de-
scribing a media therapy program for psychiatric patients
found that: "Specific provisions for behavioral generaliza-
tion and rehearsal beyond the immediate setting seems
required.
"
This study provided for an extension of the initial
laboratory setting (Phase I) into real classroom situations.
It also provided for the various modes of instruction which
most teachers utilize and insured that each trainee had at
least two opportunities to practice the skills in these
settings
.
Some limitations of the study include: limited num-
ber of subjects; no control group; possible atypical group;
inability to determine exactly what brought about changes.
Since only eight students participated in the study,
the generali zabili ty of findings is limited. The study was
instituted in a new teacher preparation program and only
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eight students in the program did their student teaching
during its first year of operation. It is hoped that the
value of a case study approach, which would not have been
possible with a larger group of students, will offset the
problem of a small number of participants.
This was not an experimental study and no control
group was utilized. The author is skeptical about the over-
abundance of experimental research studies in education and
psychology when compared to the limited improvement in
teaching and teacher training generally. Norma Gluckstern
summarizes the situation very well;
...the absence of a control groun is usually
considered a major limitation. However, if
action research-
-with or without a control
group--is to be considered accentable, it
must be valued for its major contribution;
reality based social research which can give
insight and needed assistance to those in
applied work by identifying practices which
have been useful and practices which have
been of little value.... Not only do such pro-
jects provide exciting and interesting re-
search for the graduate student, they also
can provide a relatively inexpensive means
of evaluation; thereby providing a service
to the community as well as to the social
sciences." (Gluckstern, 1971)
Most of the trainees (six of eight) were Bachelor's Degree
of Individualized Concentration (BDIC) majors. The "Horizons"
program recruits mostly BDIC majors for reasons explained in
the first chapter. These students who leave the traditional
program majors and develop individualized majors which do
not fall within traditional disciplines may not be typical
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Of college students in general. They may be more independent
and assertive, and therefore more successful in their ability
to learn the skills. Having supervised a large number of
student teachers from three large teacher training institu-
tions, the author felt that the trainees were different in
one respect, they seemed less nervous about being videotaped
than most interns. However, this may be due to the author's
increased skills or any number of situational factors.
Basically, it is possible that the "Horizons" trainees were
not typical and this is important to consider when aonlving
the HRMC model in different situations.
It is obvious that the trainees learned the skills
and demonstrated them in various settings; however, it is
not clear which specific variables effected the behavior
changes. Since this data is subjective, derived from the
trainees' perceptions, it is questionable. The trainees
seemed to react differently to various aspects of their
training and this varied over time and from trainee to
trainee. It is not possible from this study to make strong
statements about the relative effects of certain variables.
The case studies indicate how the student teachers re-
sponded to the training phases individually, and although
self-report is a questionable technique at best, the behavi-
oral data, along with the videotapes and supervisor's ner-
ceptions helped to validate the trainee's subjective ner-
ceptions
.
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The HRMC is considered general orrerally effective by the
program director, the supervisors, and the interns. Al-
though two out of the eight trainees felt that it was not
very helpful the rest were enthusiastic about their train-
ing and one trainee revised the HRMC model and taught the
human relation skills to his high school students. Three
of the trainees' host teachers expressed strong interest
in the HR.MC and two participated in limited aspects of the
human relations training. Their feedback was also positive
and enthusiastic.
The HRMC has been presented as a systematic alter-
native to traditional teacher training experiences, and it
is regarded as supplemental to the total Horizons teacher
training program.
Extensions of the HRMC model are suggested. Possib-
ly an additional goal of the HRMC should be to require the
student teachers to teach some of this to their students.
This would increase the student teacher's skill, and the
students may become a training variable in that they would
provide models also.
Additional skills could be added and student
teachers could choose from a wider variety of skills. Also
more forms of feedback could be made available, and the
student teachers could be trained to supervise themselves.
They could analyze their performances \\^ith the help of
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t.ra.ining manuals and modeling tapes.
A very interesting area of investigation would be
to examine the extent to which the professional teacher
trainers themselves use various human relations skills.
Given the power of modeling, direct media- feedback and
systematic training in specific skills, the possibility that
teacher trainers are minimally effective is a strong possi-
bility. If this is generally true, then the immediate
creation of teacher training alternatives is essential
nationwide, and teacher trainers must begin by examining
their own behaviors and determining to the best of their
ability the probable effect of their teaching on their
trainees
.
Two significant principles became evident to the
author as the program and this study progressed. These seem
to be central factors in facilitating human growth or devel-
opment .
First, the supervisor or trainer must be perceived
by the "helpee” as providing a useful and necessary service.
Too often, supervisors are "snoopervisors ; " posing as experts
and criticizing student teachers without providing valuable
feedback and service related to the trainee's needs. Thus,
many student teachers are threatened, and their expectations
and goals are put aside. They often try solely to achieve
objectives set by the supervisor, the college or the school
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where they are practice teaching. The supervisor, being in
a powerful position over the trainee already, has dirficultv
pursuing his service role for the trainee with as much zeal
as he exercises his responsibility for the institution for
which he works. Furthermore, the student teacher is power-
less to demand his "money’s worth" of supervisory service
because if he makes anyone angry he may not receive a good
recommendation. The first principle, then, is that the
supervisor must work continuously at providing the student
teachers with a service that they perceive as useful and
helpful. The supervisor must serve the individual as well
as the college, university or state.
Second, it is commonly assumed that giving away or
allocating power or responsibility will lessen the power or
influence of the one who relinquishes it. The author has
found the opposite to be true, and he distinguishes between
different types of supervision which exemplify this point.
The most common type seems to be one of " imposition ; " the
supervisor imposes his expectations and those of the school
on the trainee and sometimes helps the student teacher to
achieve these goals. In this case, the supervisor is
powerful and the student teacher is powerless. Another
type could be called "dependency" supervision, where the
supervisor "mothers" the trainee and caters solely to his
expectations (and limitations). This type of supervisor
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often makes a show of protecting the student teacher from all
those who would impose any external controls, expectations or
goals. This supervisor is always available to help solve any
problem and he functions as a crutch for the student teacher.
In this case, the supervisor still retains most of his power
because the student teacher perceives him as a crutch and
sees him as central to his continued successful functioning
in the classroom.
Supervision which facilitates fully functioning
individuals should not impose most values or serve as a
crutch. It should show student teachers that they do not
need crutches. The supervisor can provide guidance without
threat and service without dependence. In other words, a
supervisor who is truly helping should work himself out of
a job. Through his intervention, the student teacher should
feel confident in his own creativity and competence, and he
should feel able to solve the various problems he will ex-
perience in the future.
The author has found while practicing this kind of
supervision that although he has allocated power to the stu-
dent teachers - through various forms of decision-making and
responsibility, he has gained something more important be-
cause the student teachers respect his ideas and suggestions
on their own merit. They do not accept things out of fear
and they do not ingratiate themselves to i-.iaintain a contin-
ued dependence which they feel is necessary for their
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success in the future. These two principles were the most
valuable lessons learned by the author during this study.
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APPENDIX A
EXAMPLE OF BEHAVIOR COUNT DATA RECORDED FOR EACH TRAINEE
(Five Minute Sequence)
(Data Recorded at Three Second Intervals)
1 2 3 4
1+ 2 2 2 Teacher Talk 10“s
2 2 2 1 OX Student Talk 90%
L 2 2 2 Silence and
2 2 2 1- Confus ion 0%
2 2 2 2 Open-ended
2 2 2 2 Question 5%
2 2 2 2 Closed-ended
2 2 2 2 Question 2%
2 2 2 2 Paraphrase 2
2 1 2 1+ Reflection of
2 1- 2 2 Feeling 1
2 2 2 2
2 2 2 2
7 7 2 2
2 2 2 7
2 2 2 7
1 + 2 2 2
2 2 2 2
2 2 2 2
1 + 1 X 2 2
2 2 2 1 +
2 2 2 2
2 2 2 2
2 2 2 2
2 2 7 2
Symbol Representation
1 Teacher Talk
2 Student Talk
0 Silence and Confusion
+ Open-ended Question
-- Closed ended Question
X Paraphras e
0- Reflection of Feeling
2 Indicates another student
7 begins talking
©'^
©>P
APPENDIX B
TYPESCRIPT FOR BEHAVIOR DATA EXAMPLE ABOVE
(See Appendix A For Explanation of Symbols)
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Symbol
1 +
2
2
2
2
2
2
2
2
2
2
2
2
2
2
1 +
2
2
1 +
2
How did you feel about the field trip?
I thought it was nice to get out of
school--but it was really a waste of
time. Those guys didn’t know anything.
They just talked about how big it was and
how much dynamite they had used. I wasn’t
impressed.
Yeah! They treated us like kids. They
try to impress you with numbers and a lot
of superficial hocus-pocus, but they won’t
talk about the important parts of the
power plant.
Well, he was just doing his job--he wasn’t
paid to be an expert. He was really a
guard- type
.
What did you learn about energy on the trip?
Nothing- -we wasted a lot of energy!
(laughter)
.
How do you feel about that?
After all of the studying we did and the
Symbol
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2
2
2
2
2
2
2
1
1 -
2
2
2
2
2
IX
1
2
2
2
2
2
2
2
2
time we put in I was really disgusted.
We did a lot in class--but every bit of
it was wasted. Not one important question
was answered-
-we just went in, they fed us
the tourist propaganda, and we left. All
we know is that it took a lot of dynamite
to make a big hole in the ground!
They did emphasize that point, didn’t they?
(laughter) Did anyone profit from the trip?
I liked my lunch! (laughter)
I thought the tour-guide tried, but how
was he supposed to know about the ecologi-
cal effects and all that?--He probably just
talks to regular kids all the time.
So you think that he did his best and wasn't
necessarily covering up facts.
Yeah, he didn't act like he was very edu-
cated and it was probably just a job for
him. He just shows people around, shows
the film, and keeps people out of the
machinery. He's not paid to be a brain.
The point is that he's the person that
meets the public and you can't talk to
anybody else. We even called ahead of
22
2
2
2
2
2
2
2
2
2
_
2
_
2
2
2
2
2
2
1
1
2
2
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time to make sure that people who knew
the answers to our questions would be there
but they didn’t show. We went to all this
trouble to get good information and they
ignore us like we’re kids. Then thev
think that a movie and a rinky-dink tour
will sell us on their thing-
-that ’ s a
bunch of bull- -I can hear them now- -Oh,
they’re just kids, what do they know?”
This guy may be OK, but they hid behind
him and no one spoke up about it- -so we
got a tour and a movie.
We should complain about that at least.
Why don’t we tall the guy to come out here
to answer our questions since he stood us
up? That would be fair, although he pro-
bably wouldn’t come.
It wouldn’t hurt to ask--maybe he feels
guilty.
So, you felt patronized and you don’t think thev
respected your intelligence.
Yeah (Group nods and is in general agree-
ment ) .
Can we get something worthwhile out of this?
Not after this trip.Not from those guys.
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Symbol
2
2
2
2
2
1 +
2
2
_
2
_
2
2
2
2
2
2
1 +
2
2
2
We should study the area ourselves and not
take their word for anything. Why would
they tell us the truth anyway? Let's
measure the river ourselves and see how
much it rises and falls every day.
How would you go about doing that?
We could just set up stations along the
river and take readings everv hour or so
for about two weeks
.
Who's going to do it at night?
We'll just take turns. You know, it
wouldn't hurt to test the water too. We
could test it for pollution and take the
temperature and stuff. Then we could
write it up in a report.
How does everyone feel about this?
OK. Good (General agreement)
OK. We could even give a copy to the town
as a pollution study.
appendix c
EXAMPLE OF STUDENT TEACHER REACTION CARDS FOR PHASE I
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Linda Grant Phase I 12/7/72
Tape 1
Reactions to first interview:
1, Scared,
2, Better as we went along,
3 , S t up i d
,
4, Cold hands.
Reactions after viewing tape:
1, Too relaxed,
2, Phony,
3, Good eye contact
4, Felt uncomfortable with topic: found
it hard to come up with questions
Tape II
Reactions to second interview:
1, Found myself pausing so that Bill could
get things in,
2, Liked topic; relevant to me,
3, Felt better about being taped.
Reactions after viewing tape:
Thought: Things were exaggerated--but I think
this may have been necessary so that
we could focus in. Before I got here
I found myself thinking--*'From 5:00
to 10:00? What a chunk!’* I don't feel
appendix d
EXAMPLE OF A STUDENT TEACHER REACTION FORM
FOR PHASES II AND III
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INTERN REACTIONS
Name Linda Grant
Class History •
Grade Level or Age of Students
Date February 21, 1975
Number of Students 5
9th - 10th Grade
Thought ; Felt better after seeing the tape than while
doing it-“it's easy to see how powerful these
skills really are.
Feeling: Feel encouraged--maybe I can be a meaningful
teacher
.
1, This session was :
exceptionally helpful
X very helpful
helpful
not really helpful
not helpful at all
detrimental
2 , The most useful part of the session for me was :
Playback, made me quite aware ot non-verbal skills
and how they can be used.
3, Rank in order of importance for you this session:
1 1. Seeing self on tape
—
5
—
2. Actual practice of skill
—
2
—
3. Analysis of data
“1 4. Relation with supervisor
General knowledge of skills and how to use5 5
.
6. Other--exolain
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